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Abstract 
This study investigated the curricular resource potential of immigration-themed 
materials purpose-written for Community of Inquiry approaches to Philosophy for 
Children. It focused on the potential for use of ethics as a subject of the school 
curriculum in multicultural Australia. In the Australian Curriculum, ethical 
understanding is designated as one of the General Capabilities – that is, an area of 
skill, knowledge and disposition to be embedded across the key learning areas of the 
curriculum (English, History and so forth) (ACARA, 2011). To foster ethical skills, 
students need to be involved in the process of inquiring into ethical issues. 
In contexts like Australia, an important question is: “Have educational settings 
prepared students to live morally in a multicultural context which reflects liberal 
democratic characteristics?” Most recently, questions have been raised about the 
adequacy of multicultural education to the challenges of social differences in 21st 
century Australia. These questions concern the type of multicultural ethics taught 
(Dudek, 2006a) and the emphasis on ethics in multicultural education per se (Nobel 
& Watkins, 2014). At the same time, others have championed authentic literature as 
distinct from purpose-written novels as curricular resource material for the 
philosophical education of young children – ethics included (Cam, 1995; Haynes & 
Murris, 2012). It is in this curricular context that this study looks at the potential of 
some purpose-written philosophical materials – specifically, immigration-themed 
materials – for development of ethical understanding in multicultural Australia. 
Data sources for the study were curriculum resources used for community of 
inquiry classes in some Australian primary schools. A framework of concepts drawn 
from the sociology of pedagogy (Bernstein, 1996) was applied to the materials. The 
aim was to develop an understanding of the pedagogic possibilities of an exemplar 
Philosophy for Children curricular text. The study concludes with consideration of 
the appropriateness of the materials for ethical education in multicultural societies 
such as Australia. 
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Chapter 1: Multicultural education and Philosophy 
for Children 
1.1 INTRODUCTION 
As in other liberal democratic nations around the world, the population of 
Australia is undergoing significant diversification. This raises new challenges for 
education. In liberal democratic societies like Australia and the United States of 
America, mass schooling has always had multifaceted social and individual goals to 
achieve. With the contemporary diversification of the population, these goals and the 
means to their attainment require new attention. 
A first step towards living peacefully and having a productive and flourishing 
life in multicultural communities is to educate children to respect and benefit from 
the diversity within which they live. According to the educational philosopher John 
Dewey, sustainable growth in society can be attained in diversity (Dewey, 
1922,1983a). If a given community elects to reward only a small number of functions 
produced by a selected segment of the population, that society is to be condemned 
(Garrison & Neiman, 2002). In other words, Dewey believed that the key to survival 
is diversity, not homogeneity. While he acknowledged individual differences and 
inequality in the physical and cognitive performances of various tasks, he also argued 
that a democratic community is primarily concerned with moral equality. From this 
perspective, the initial aim of education is to aid all to achieve their unique potential 
and to make their unique contribution to society (Lapsely & Narvaez, 2006). Dewey 
goes to on declare that through creative inquiry the world can be transformed. 
According to Dewey, diversity provides alternatives, whereas isolationism reduces 
freedom because it reduces the capacity to think of alternative possible choices and 
actions. In this interpretation of freedom, creativity, dialogue and pluralistic 
democracy are optimal ways for sustaining growth in society (Lapsely & Narvaez, 
2006). But how can these democratic possibilities be achieved in the increasingly 
multicultural liberal democratic societies of the west? How might ethical education 
contribute to the development of these societies? In general terms, the research 
reported in this thesis is concerned with these issues. 
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1.2 CONTEXT 
This research emerged from an interest in moral education in Australian 
primary schools. Ethical education can be a key element in achieving the societal 
goals of liberal democracies. It will be suggested that contemporary education needs 
to respond to and support the cultural and political futures facing students. The 
National Goal for Australia (1999) declared that Australia’s future depends upon 
each citizen having knowledge, understanding, skills and values for a productive and 
rewarding life in an educated and open society. According to this policy for a future 
Australia, it is assumed that children have the capacity to exercise judgement and 
responsibility in matters of morality, ethics and social justice, and the capacity to 
make sense of their world, to think about how things got to be the way they are, to 
make rational and informed decisions about their own lives, and to accept 
responsibility for their own actions. In this regard, the ‘General Capabilities’ outlined 
in the Australian National Curriculum are designed to address these skills and 
dispositions across all learning areas. As one of these general capabilities, ethical 
understanding assists students to build up a strong personal and social disposition to 
resolve and manage context, conflicts and uncertainty. Ethical understanding also 
gives students the awareness they need to evaluate the effects of their values and 
behaviours on others in society. As the Melbourne Declaration on Education Goals 
for Young Australians recognizes, ethical understanding assists students to become 
“confident and creative individuals and active and informed citizens” (Ministerial 
Council on Education, 2008). This understanding develops, as students are involved 
in identifying and making sense of the ethical dimensions of the key learning areas of 
the curriculum. It requires students to deliberate on, select and justify an ethical 
position while understanding and experiencing their peers’ positions.  
To foster ethical skills, students need to be involved in the process of inquiring 
into ethical issues. As students engage with ethical issues they learn how to recognise 
the complexity of various forms of ethical reasoning in an integrated way and to 
develop reasoned ethical judgments in confronting ethical dilemmas (ACARA, 
2011). Ethical understanding arises across all areas of the curriculum and each 
learning area contains a range of contexts that demand ethical considerations; 
research on the idea of ethical understanding or ethical education in the setting of 
curriculum therefore is important.  
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In recent years, an approach known as Community of Inquiry (Kennedy, 2012) 
has become established as a pedagogy for delivering ethical education in schools 
with significant immigrant populations. This approach was developed by the 
American philosopher Matthew Lipman and has Deweyan roots. In the latter part of 
the 1960s, Lipman developed an educational syllabus known as Philosophy for 
Children. This syllabus was based on philosophical inquiry, with the intent of 
improving children’s thinking and reasoning skills. The goal was to nurture children 
as effective, independent and creative thinkers. Lipman was inspired by Dewey, who 
envisaged a classroom community of students engaging cooperatively in learning, 
motivated by their own curiosity and sense of wonder, in which they were educated 
to be responsible and active participants in society. Later, Lipman asserted that 
philosophy for children could enhance the relationship between judgment and 
democratic decision-making. In its early manifestations, the term ‘Philosophy for 
Children’ referred to the particular methodology, curriculum, syllabus or program 
established and developed by Lipman; later, it came to denote an educational field 
with its own set of materials. Lipman’s purpose-written materials played a significant 
role in the development of this field. In this thesis, the term  “philosophy for 
children” (lower case p and c) is used to refer to a sub-discipline of philosophy with 
its own history and traditions, which includes the formal approach, as proposed by 
Lipman, of Philosophy for Children (upper case p and c).   
Lipman insists that the aim of a philosophical community of inquiry is “not to 
turn children into philosophers or decision-makers, but to help them become more 
thoughtful, more reflective, more considerate, more reasonable individuals” 
(Lipman, 1991b). As will be shown in Chapter Three, the relationship between 
intellectual activities such as academic philosophy and school subjects such as 
philosophy for children is always complex; school subjects differ in that they are 
deliberately constructed to serve individual and society-forming purposes. 
The other important term in this research is “Community of (philosophical) 
Inquiry”. This term describes the primary adopted pedagogy in philosophy for 
children (P4C) classrooms. It is a pedagogic strategy used to create logical and 
rational enquiries on the part of students and reasonable discussion amongst them. 
Facilitation of discussions by teachers enables the students to build up a constructive 
logical dialogue in which “concepts are clarified, meanings are explored and where 
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through a process of dialectic a shared understanding is achieved” (Lipman, 1991, p. 
38). This study is interested in specifically purpose-written curricular resource 
materials used in this approach. 
There is extant research on the teaching of ethics through communities of 
inquiry. New research and a UNESCO report (UNESCO, 2007/2008) reveals that the 
teaching of philosophical inquiry can accelerate general learning and improve 
students’ attitudes to school and learning, and to their peers. According to Millett 
(2012), the most striking Australian evidence is from Buranda State School, a school 
with a culturally diverse population. With the introduction of ethical education in that 
school, 
significantly improved outcomes have occurred in the social behaviour of 
the students. Students are less impatient with each other, they are more 
willing to accept their own mistakes as a normal part of learning and they 
discuss problems as they occur... (Burgh et al, 2006, p.202; see also Hinton, 
2003a, 2003b). 
This study looks at some purpose-written curricular resource materials used 
with such success in the program at Buranda and other local schools. The community 
of inquiry approach is built around stories which raise issues for ethical discussion by 
students. Some of these thematize the immigration experience. These curricular 
resources might be expected to be particularly useful in schools with significant 
immigration populations, but there is little in the literature about this. The present 
study seeks to make a contribution in this regard. The research problem investigated 
in the study is: 
RP: What is the potential of immigration-themed stories, purpose-written for 
CPI, as curricular resource material for ethical education in multicultural 
Australia? 
To address this problem, the purpose-written materials are probed with two 
research questions. The materials consist of an immigration-themed philosophical 
story, Geraldo (Sharp, 2000), and an accompanying teachers’ manual Discovering 
our voice (Sharp & Splitter, 2000). The story is to be read by the children and their 
teacher; the manual provides the teacher with instruction about the philosophical 
content written into the story and the pedagogy of philosophy for children. It also 
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provides teaching ideas (e.g., discussion plans and activities). In this curricular 
context, two research questions are investigated: 
RQ1: How does the manual advise teachers to transmit the ethical content of  
Geraldo? 
RQ2: What does the manual advise teachers to select as philosophical content 
from Geraldo? 
This chapter has four sections. In the first of these, the background to the 
research questions is established. This section articulates the challenge of achieving 
Deweyan democratic aims of education within the contingencies of Australia as a 
21st century multicultural society undergoing both intensification and diversification 
of the migrant intake. In the second section of the chapter, a description is provided 
of approaches to multicultural education, emphasising the dominant approach in 
Australian schools and the critique of such and highlighting the approach that is 
consistent with the transformative Deweyan project assumed by P4C. In the third 
section, the empirical and theoretical significance of the study is described. In the 
fourth, and final, section, the structure of this thesis is outlined. 
1.3 BACKGROUND 
In our constantly mobile world, composed of populations with different 
origins, who draw on different traditions, and who come from different places, 
people are obliged to make a life together within the confines of a fixed territorial 
boundary or space. They often want to retain some sense of the distinctiveness of 
their historical roots in the place where they have ended up (Hall, 2002). The 
emphasis on multiculturalism that has emerged in the social policies of countries like 
Australia is a response to this imperative.  
Multiculturalism in Australia has its own story of achievements. 
Multiculturalism was a concept and policy conceived in response to the rapidly 
developing ethno-cultural diversity of Australian society following the mass 
immigration in the decades after World War II, and the rejection of racially 
restrictive immigration policies in the 1960s (Koleth, 2010). The policy that 
governed settlement during the 1950s was assimilation. A multicultural approach 
was intended to redress the limitations of the previous approaches based on 
assimilation and integration (Koleth, 2010). The assimilation policies of the 1940s 
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and 1950s required new arrivals to learn English, adopt Australian cultural practices 
and become identical to the Australian-born population as quickly as possible. Lopez 
(2000) reveals that “migrant selection was carefully managed to preserve the nation’s 
relative ethnic and cultural homogeneity” (p. 43). The main characteristic of an 
attitude that has been described as Australian colonial paranoia was a fear of losing 
European-ness or “whiteness” and the lifestyle and privileges that derived directly 
from them (Hage, 2002). Post-war immigration policies were at the same time both 
traditional and innovative. They were traditional in terms of their emphasis on 
economic growth, supporting the White Australia Policy and preserving the high 
level of ethnic and cultural homogeneity and also highlighting migrant assimilation 
and permanent settlement. They were innovative in terms of achieving the highest 
annual level of population growth since the Federation of the Australian colonies into 
a nation in 1901. To achieve this rate of increase, more foreign, that is non-British, 
migrants were accepted, although they were still from Northern and Eastern Europe 
(Lopez, 2000). The ideology of assimilation consisted of the following precepts: 
• Mass immigration and population growth were beneficial to the Australian 
national interest in terms of providing manpower for the economy and 
defence. 
• The main purpose of assimilation was to provide national unity. National 
unity was of a high value and prevailing concern. 
• Migrants were expected to accept the ideals and values of British 
parliamentary democracy and Christian beliefs and acculturate into ‘the 
Australian way of life’. 
• Simultaneously, the homogeneity of the Australian nation was to be 
preserved through English mono-lingualism and Australian mono-
culturalism.  
• British-Australian culture was considered as more attractive than other 
cultures. 
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• Development of ethnic groups and ethnic organizations was considered 
undesirable. 
• Overall government publicity and public education campaigns were 
directed at the host population to encourage the acceptance of the 
immigration program and newcomers (Lopez, 2000). 
During 1959-1965, politicians and public servants expressed the need to allow 
migrants to express and preserve their former culture and preserve their original 
national attachments alongside their Australian identities. Although naturalisation 
was still the main aim of Australian society, how and when this occurred became the 
choice of the migrants and was considered as a long-term or ultimate goal. The 
reality was that if a migrant failed to acquire Australian citizenship, it did not matter 
because the next generation would be Australian. This idea is referred to as 
‘integration’, a policy by which ethnic group formations were seen as having positive 
value. However, even for politicians, the two extremes to be avoided were mono-
cultural Anglo-conformity and ethnic cultural pluralism as a negative possibility 
(Lopez, 2000). Integrationist thinking was a model that emerged in response to 
change in Australia’s demographic composition. 
By 1960, assimilation’s ultimate goal of a united homogenous nation seemed 
illusory. Anti-racism, anti-parochialism and cosmopolitan values, which were 
sometimes expressed in terms of appreciating migrants, raised the idea of 
multiculturalism on the part of tertiary educated professionals.  At the same time, 
international trends towards a multiculturalism – for instance, the emergence of 
Canada as a successful example of multicultural migrant society – spread the idea of 
multiculturalism in Australia (Lopez, 2000). Multiculturalism was first formally 
discussed in Australia in a speech entitled A Multicultural Society for the Future in 
1973 delivered by Al Grassby, the Minister for Immigration. In 1978, according to 
Lopez (2000), multiculturalism was identified as a key concept for the future 
development of government immigration policy; in other words, Australia officially 
adopted policies of multiculturalism – a point of distinction from some other liberal 
democratic western societies. The Liberal government of the time, under the 
leadership of Malcolm Fraser, established that “the broader societal goal of 
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multiculturalism was to foster the retention of the cultural heritage of different ethnic 
groups and promote multicultural understandings” (Koleth, 2010, p. 67). The action 
program which thereby developed entailed these guiding principles: 
• All members of our society must have equal opportunity to realise their 
full potential and must have equal access to program and services; and 
• Every person should be able to maintain his or her culture without 
prejudice or disadvantage and should be encouraged to understand and 
embrace other cultures (NMAC, 1999, p.1-2). 
Focusing on “One Australia” rather than an emphasis on “multicultural 
Australia” was the addition to the action program by the Liberal government. This 
attachment to the policy document reflected the Opposition’s concerns about 
multicultural Australia in 1978 (Markus, Jupp, & Mc Donald, 2009). 
The right to express and expose cultural identity, and removal of the barriers to 
maintain, develop and utilize the skills and talents of all Australians, leads to “the 
obligation to have overriding and unifying commitment to Australia, to its interests 
and future first and foremost; is to accept the basic structures and principles of 
Australia” (NMAC, 1999, p.105).  In fact, this addition was an attempt to reduce any 
chance of threat to Australian unity. Markus et al. (2009) declare that there was no 
major shift in immigration policy at least until 1988, and the major parties including 
the new Australian Democrats were agreed that “White Australia was dead and that 
multiculturalism was an excellent alternative” (p.90).  
Although there was Commonwealth support for multiculturalism as is evident 
in the Galbally report, Migrant Service and Programs (1978), the National Party 
under John Bjelke-Peterson in Queensland did not accept multiculturalism. Ten years 
later, after a change of leadership in Queensland, all nine Australian governments –  
regardless of their party affiliations – took up policies of multiculturalism (Markus et 
al., 2009). 
 The idea of Australians being “united in Diversity”, first released in 2003 by 
the Howard government, illustrated a shift away from earlier conceptions of 
multiculturalism and led in 2008 to a new focus on integration and assimilation. 
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Markus et al. (2009) claim that for the Howard government, “integration” differed 
from assimilation in that it reflected “being prepared for ethnically distinct practices 
and beliefs to continue” (p.103). But it also differed from multiculturalism “in 
assuming that distinct ethnicities would fade in time, although religions and racial 
appearances might not” (p.104). This means that the idea of integration suggests that 
ethnic and religious differences might be kept up for one generation and be 
acceptable within the law and culture of the majority. Markus et al. suggest that 
supporters of all alternative terminology – for example, ‘integration’, ‘cultural 
diversity’, ‘tolerance’ or ‘inclusiveness’ – had hoped to be heard and to have access 
to political influences, getting free of personal prejudice and to “secure equality of 
status with other majority of Australian citizens” (p.105).  
The election of the Rudd Labor government in 2007 saw a return of the word 
“multiculturalism” to Australia’s public and political discourse (Markus et al., 2009). 
This was a response to the Human Rights and Equal Opportunity Commission’s 
(HREOC) call to promote understanding, respect and friendship among racial and 
ethnic groups in Australia and to combat the prejudices that lead to racial 
discrimination (Ferguson, Shadow Minister for Multicultural Affairs, Labor 
welcomes HREOC's multiculturalism position) (Koleth, 2010, p.18).   
In summary, multiculturalism was a policy introduced to Australia as a 
response to the needs of immigrant communities and “was conceived as a means of 
recognising the preservation of cultural identities and achieving social justice and 
social cohesion” (Koleth, 2010, p22). This policy has been subject to ongoing 
contestation with successive governments.  
Today multiculturalism has grown beyond its origins of only catering to the 
linguistic and ethnic diversity of communities and there are multiple generations of 
Australians of various cultural and ethnic backgrounds who have grown up in diverse 
societies. In this context, moral education is complex. If we are to achieve Deweyan 
democratic aims of education for the future and prepare young people to critically 
encounter problems, then moral education needs to be shaped to the contingencies of 
a multicultural society. 
But how does education reflect societal level multicultural policies? In 
Australia, as a nation with official policies of multiculturalism, the school was 
recruited as an institution for the development of multiculturalism. Multicultural 
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education has therefore been official policy; this is a point of distinction from other 
liberal democratic nations such as the U.S. where multicultural education has been a 
grassroots movement (Bennett, 1999). Nonetheless, there are some points of 
commonality in the thinking of multicultural educators across national contexts. In 
what follows, a typology of that thinking about multicultural education is provided. 
Bennett (1999) explains multicultural education as a complex approach to 
teaching and learning in a way that reflects the movement of the school and the 
whole system of education toward equity and multicultural competence (Bennett, 
1999). From this perspective, multicultural education has four interactive 
dimensions. First there is equity pedagogy, which relates to creating a positive 
classroom atmosphere that leads to fair and equal educational opportunities for all 
the nation’s students – minorities included. Second, there is curriculum reform that 
transforms the traditional curriculum into one infused with multiethnic and global 
perspectives. Third, there is multicultural competence, by which is meant teachers’ 
comfort in multiple ways of interaction with students, families and other teachers. In 
the process of acquiring a multicultural personal identity, an individual needs to 
develop competencies in multiple ways of perceiving, evaluating, believing and 
doing things. Fourthly, and finally, there is social justice. This dimension recognises 
that a teacher who is concerned about discriminatory structures of society encourages 
students to challenge the images of inequity around them, and how they “can combat 
racism, sexism and classism” (Bennett, 1999, p.10). This is the level at which the 
multicultural competences embedded in personal identity could be maintained 
societally.  To this end, education involves the acquisition of knowledge and the 
development of appropriate understanding, attitudes and social action skills towards 
cultural diversity (Bennett, 1999). 
In what follows, various approaches to multicultural education will be 
discussed. The aims are to identify (1) multicultural approaches established in 
Australia and the critique of these; and (2) an approach consistent with the operation 
of a community of inquiry. 
1.4 MULTICULTURAL EDUCATION 
Various conceptualizations are manifest in the design of a body of 
multicultural knowledge, texts and curricula (Hopkins, 2011).  Multicultural 
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education’s ideologists (e.g., Banks, 2008, Sleeter & Grant, 2003) believe that the 
major aims of multicultural education are to reduce prejudice and discrimination 
against diverse groups in society, to strive toward equal opportunity and social 
justice for all, and to work to effect the distribution of power equitably among all 
members of culturally different groups (Sleeter, 1996). In a comprehensive 
definition, Nieto (2000a) suggests that multicultural education involves initial school 
reform and basic student learning to eliminate racism and discrimination in any form 
and replace them with affirming pluralism with respect to ethnicity, race, religion 
and so forth. Nieto claims that multicultural education needs to pervade the school 
curriculum and instructional policies, in addition to the interactions of the teacher, 
student and their family. Bennett (1999) proposes the idea that “the movement 
towards equity, curriculum reform and the process of becoming intellectually 
competent and combating discrimination and prejudice can be called multicultural 
education” (p. 11).  
For some decades, it has been recognised that multicultural education should 
become a common practice in western countries like the United States, Canada, 
Australia and New Zealand (May & Sleeter, 2010). However, there is more than one 
version of multicultural education. To provide terms for understanding the 
multicultural potential of the curricular resource material analysed in this study, I 
turn now to a brief description of these different versions. Each version has evolved 
over time in a context of broader political contestation about the desirable nature of 
liberal democratic western societies.   
1.4.1 The traditional conservative multicultural perspective 
Traditional conservative multiculturalism in education is derived from a social 
tension between the recognition of diversity alongside the fear of fragmentation, and 
the necessity of redefining a united society and of asserting a national identity 
(Hopkins, 2011). This perspective favours the reproduction of the value of the 
mainstream society or ‘cultural production’ (Bourdieu & Passeron, 1970). It is a 
perspective found during periods of assimilation in countries such Australia. The 
harmful and damaging consequences of this perspective in public education have 
become increasingly apparent; conservatives such as those in the Liberal Party have 
critiqued targeted movements for changing multicultural educational literacy and 
policy at a public level. Instead changes needed to institute just in schools and 
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universities (Hopkins, 2011). However, to be effective, such strategies need to be 
deployed at a societal and public level and not just silently in educational institutions. 
These strategies have, however, led to some awareness and sensitivity toward 
cultural diversity on the part of teachers. 
1.4.2 The liberal multicultural perspective 
In order to value cultural pluralism, the liberal multicultural education 
perspective emerged. According to Bennett (1999a), liberal multicultural education 
aims to create: 
An ideal state of societal conditions characterised by equity and mutual 
respect among existing cultural groups. It contrasts sharply with cultural 
assimilation or “melting pot” images, where ethnic minorities are expected 
to give up their traditions and blend in or be absorbed in mainstream society 
or predominant culture (p.11).  
In other words, since cultural and ethnic heritage have a huge share in making 
personal identity, the liberal multicultural perspective in education claims to give all 
citizens the opportunity for respecting of their cultural and ethnic backgrounds and to 
free them from absorption into the mainstream and prevailing societal values while 
still striving for a united society. 
Teachers who abide by the established practices of liberal multicultural 
education try to incorporate some cultural diversity into their curriculum (Hopkins, 
2011). From this position, culture is addressed as dynamic and flexible, and it is 
assumed that the curriculum which supports this vision will need to be adjusted for 
students of cultural backgrounds different from that of the dominant group; it is 
inadequate to simply present these students with mainstream culture.  
It is arguable that the liberal approach to multicultural education has become 
dominant in Australian schools. A recent study (Watkins, Lean, & Noble, 2015) 
found evidence to this effect: an ideology of cultural pluralism is well established in 
the thinking of parents, students and educators. This leads to multicultural education 
which celebrates the cultural heritage of ethnic migrant groups and the cultural 
diversity of the nation and develops dispositions of tolerance to enable people to live 
together harmoniously in conditions of diversity. Crucially for this study, this ethical 
approach has been subject to some criticism: multicultural education has attended to 
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the development of these ethical dispositions at the cost of intellectual rigour (Noble 
& Watkins, 2014). The research reported in this thesis arises, in part, in response to 
this critique of multicultural education; it looks at the potential of purpose-written 
philosophy materials for an ethical education that tackles the challenges of 
multiculturalism in Australia and does so with the intellectual depth of a 
philosophically informed approach. This approach takes account of the possibilities 
raised by critical multicultural education – itself a response to the limits of liberal 
multicultural education. 
1.4.3 The critical multicultural perspective 
Contemporary scholars have raised the necessity of modification of traditional 
multicultural education toward a critical multiculturalism that promotes democratic 
initiatives in curriculum, pedagogy and social relations in schools (McLaren, 2003). 
This notion of multicultural education seeks to support participation in a diverse 
society and efforts to attain social, cultural and emotional harmony (McLaren, 2003) 
Critical multiculturalism works in two dimensions simultaneously. As 
described by Freire (1994), it entails personal transformation and development of 
human beings through dialogue with others.  Here critical multiculturalism refers to 
the notion that both teachers and students in educational institutions must have the 
flexibility to utilize well-grounded history and a variety of cultural resources across 
our diverse society. From this perspective, the curriculum needs to reflect plurality in 
the cultures and concerns of diverse cultural groups. Crucially, students and teachers 
should be seen as producers of that knowledge and not just consumers of it (Hopkins, 
2011). 
According to the literature, there are  set of objectives for developing critical 
multicultural pedagogy:  
• Revising traditional student-teacher power relations; 
• Nurturing and asserting a gratitude for diversity and global process; and  
• Facilitating a democratic and inclusive classroom environment (Hopkins, 
2011). 
 14 Chapter 1: Multicultural education and Philosophy for Children 
These objectives are achievable through a pedagogy that critiques the power 
and knowledge relations of educational institutions. In other words, critical pedagogy 
is embedded in critical multicultural education, both in theory and practice 
(McLaren, 2003). The term “critical pedagogy” means an instructional approach to 
the use of power in teaching and learning dynamics, such as the selection of 
knowledge for presentation and who it is that is the selector of that. This approach 
critiques society around the issue of power and tries to promote students’ critical 
abilities to question their own beliefs and assumptions (McLaren, 2003).  The 
essential element of critical pedagogy is to nurture autonomy and critical thinking in 
each individual student (Freier, 1979, 1985, 1994; Giroux, 1988b; McLaren & 
Hammer, 1989; Shor, 1980, 1992). There is some resonance between these elements 
and the initial aim of mass public education in Dewey’s terms. Similarly, there is 
resonance with the initial motivation articulated by Lipman for establishing P4C, and 
for the choice of Community of Philosophical Inquiry (CPI) as a pedagogic routine 
in his program. In the next chapter, the study looks at P4C as a focused educational 
program and CPI as pedagogy to deliver ethical studies in primary years of public 
schooling. This establishes the interactive context within which the curricular 
resource materials that have been analysed in this study were designed to be used. In 
other words, this overview has established the broader context in which P4C and CPI 
have been used. 
1.5 REFLEXIVE CIVILITY: TODAY’S DEMAND OF AUSTRALIAN 
MULTICULTURAL EDUCATION  
The review of the background to Australian multicultural policies identified 
related multicultural education approaches which emerged in response to 
multicultural policies at the time. As Noble and Watkins (2014) claim, the idea of 
multiculturalism is affected by some uncertainty and re-evaluation due to an 
increasingly transnational cultural complexity and highly mediated societies.  
Accordingly, multicultural education faces challenges in terms of relevance, 
framework and modes of delivery in addressing cultural inclusion and social justice. 
(Nobel & Watkins, 2014) 
Noble and Watkins (2014) believe that taking granted all range of programmes 
that may cover some Australian multicultural demands but still it may narrow 
ethnical perspectives and causing a potential apartheid. Since programmes such as 
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English as a Second Language (ESL), community languages, cross-cultural 
approaches in curriculum, intercultural understanding, and anti-racism programs 
emphasise ethnic and cultural boundaries, they may provide an opportunity to 
express conservative anxieties (Nobel & Poynting, 2000).  
Noble and Watkins (2014) suggest that, in order to provide more effective 
multicultural education, it is necessary to consider both ‘official’ multicultural 
discourse and popular and professional understandings of ethnicity and culture. This 
means equipping teachers to think through difficult concepts of cultural differences 
in a way that focuses more on a shared common understanding of their diverse 
students and not observing them always surrounded by their ethnic demands. This 
approach in current multicultural policies promotes a kind of ‘living-apart-together’ 
that is reflected in ‘educating-apart-together’, which opposes the main aim of 
multicultural objectives as exercising ‘civic belonging in culturally diverse society’ 
(Kalantzis, 2001; Gropas & Triandafyllidou, 2012, p.149). 
According to Noble and Watkins (2014) the lack of conceptual resources for 
dealing with the real notion of cultural complexity has affected even professional 
vision about multicultural education. In tackling this problematic vision, they 
recommend fundamentally rigorous intellectual tasks and not simply ethics education 
for respecting diversity (Nobel & Watkins, 2014). This urgency emerged out of 
‘Education for Reflexive Civility’, Noble and Watkins’s new approach to 
multicultural education. Here civility refers to a way of imagining and engaging in a 
shared civic life beyond traditional moral imperatives, and respecting diverse cultural 
groups in terms of acknowledging the value of that diversity in developing the 
capacity of critical understanding about civic life in multicultural society. Reflexive 
here refers to the capacity to reflect analytically upon historical specificity and the 
dynamism of human culture such as identity, practices and moral relations.  
Education for reflexive civility is only effective if it fosters in students and 
educators the skills of critical thinking and the critical knowledge to unpack the 
cultural complexities of our current times. In other words, reflexive civility is a call 
for observing the diversity of humans’ culture not as a barrier for national and 
societal cohesion but as an element of identity and also as an opportunity for 
flourishing social capacities. 
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In this regard, this study proposes P4C as an educational program which aims 
to foster ethical reasoning through fostering three-dimensional thinking, creative 
thinking, critical thinking and caring thinking which are all the components of higher 
order thinking. This program can be regarded as an example of those intellectual 
tasks that Noble and Watkins (2014) call for. Also, P4C can be observed as an 
approach to address ethical understanding, critical and creative thinking and 
intercultural understanding designated under general capabilities in Australian 
National Curriculum. 
1.6 PROFESSIONAL AND THEORETICAL SIGNIFICANCE 
The significance of this study is both professional and theoretical. With respect 
to professional considerations, there is plenty of research focusing on the role of P4C 
and CPI pedagogy in fostering students’ abilities in critical thinking, mathematics, 
logical reasoning, science, acting as a democratic citizen and so on. But the present 
study will shed light on the discussion of moral dilemmas, which might be 
considered a prime purpose of a philosophy for children program (Splitter & Sharp, 
1995). Community of philosophical inquiry is an appropriate context in which to 
draw out the reflective and normative dimensions of ethics by focusing on concepts 
that are fundamentally philosophical – such as good and bad, right and care – in a 
community seen as a ‘lived experience’ of nurturing and constructing these concepts 
(Splitter & Sharp, p.164). The present study does this through an exploration of how 
ethical content relating to immigrant experiences is put together in community of 
inquiry materials purpose-written for educational transmission. 
For educators/philosophy practitioners, this investigation is likely to be of 
interest because there has been an ongoing critique of the utility of purpose-written 
ethical materials (e.g. Haynes & Murris, 2012) as distinct from authentic stories or 
literature. As will be discussed in Chapter Two, P4C initially made use of purpose-
written philosophical novels. Forty years later these are still in use; however, 
guidelines for using authentic materials have been made available to teachers (Cam, 
1995). While a defence of the use of purpose-written materials has been mounted 
(Splitter & Sharp, 1995), some of the most interesting recent philosophical work for 
teachers has championed the use of high quality children’s literature, including 
picturebooks (Haynes & Murris, 2012; Watenberg, 2014). The contention between 
the two options for curricular resource materials is described in detail in Chapter 
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Two; for now, the point is that an investigation of the utility of purpose-written CPI 
materials would seem to be overdue.  
This investigation will also address a somewhat under-researched aspect of CPI 
pedagogy: the thinking exercises that teachers’ manuals encourage teachers to enact. 
Extant discussions of CPI pedagogy seem to focus on the dialogic moment rather 
than on the other pedagogic activities that might enable that moment. This study 
makes a contribution in this regard because it addresses the whole of the pedagogy 
rather than the focal dialogic moment. 
Theoretically, the study is significant because it brings an additional 
perspective to bear on the study of CPI: the sociology of pedagogy. This study is 
grounded in understandings of the social construction of the curriculum; it draws in 
particular on the theory developed by Basil Bernstein (1996). The Bernsteinian 
perspective gives comprehensive purchase on the potential of purpose-written 
materials for constituting CPI as a “subject” for transmission in school. 
1.7 THESIS OUTLINE 
This thesis is developed in seven chapters. In the current chapter the research 
problem has been introduced, along with the societal and educational context within 
which the study is conducted. The significance of the study for addressing limitations 
of multicultural ethical education has been highlighted, along with the innovation 
represented by the study’s sociological perspective. 
Chapter Two looks at the relevant literature of P4C as the main domain of this 
research, examining both its historical background and its current position; the focus 
is on the curricular and pedagogic significance of this program and on its 
contribution to multicultural education. 
Chapter Three presents the theoretical framework that will be applied in the 
study; this leads to a systemic understanding of the discourse that is used in 
Community of Philosophical Inquiry (CPI); Bernsteinian pedagogic discourse is the 
main theoretical tool in this regard. Using this theoretical lens, the curricular 
knowledge transmitted through CPI can be recognized; in the case of ethical 
education, the knowledge is traditional normative ethics, while in the case of 
philosophy, the knowledge is recontextualised philosophy.   
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Chapter Four describes the design and conduct of the study, including the 
resource selection method and the data analysis method.  
Chapter Five, the first analytic chapter, entails the analysis of the curricular 
documents in order to recognize the ethical knowledge selected for transmission via 
the document.  This chapter aims at answering the first research question, which 
looks for how the manual advises teachers to deliver the ethical content of the 
narrative. 
Chapter Six, the second analytic chapter, entails the study of the documents in 
order to recognize the philosophical overview that underpins the document. This 
chapter aims at answering the second research question, which asks what is selected 
as philosophical content of the narrative to transmit in CPI. 
Chapter Seven reflects on the main research problem, and examines the 
potential of immigration-themed stories, purpose-written for CPI, as curricular 
resource material for ethics education in multicultural Australia. Using data derived 
from the two analytic chapters, it discusses the utility of purpose-written curricular 
resource material designed for P4C; to this end, P4C can be regarded as an 
alternative pedagogy that tackles the current limitations of multicultural education.  
 
 
 Chapter 2: Literature Review 19 
Chapter 2: Literature Review 
In Chapter One, it was established that this study investigates the construction 
of ethics as a multicultural curricular subject for children through immigration-
themed CPI materials. This problem is addressed through two research questions: 
one probes the advice given to teachers for transmitting the ethical content of the 
immigration-themed story, Geraldo, which was purpose-written for CPI; and the 
other probes advice for selecting philosophical content from the story. In short, the 
study is focused on both ‘the how’ and ‘the what’ of instruction envisaged in the CPI 
materials. 
 This chapter has two aims: The first is to review the development of CPI in 
order to establish a foundation for locating the findings of the present study. To this 
end, the thinking that informed the development of CPI is explained and a 
description of CPI pedagogy is provided. There is discussion also of the critique of 
purpose-written curricular materials; this is a critique that has been made by 
philosophers who champion the use of authentic literature in the school classroom. 
The second aim of the chapter is to preview the rationale for the theoretical 
perspective within which this investigation will be conducted. The gist of the 
argument in this regard is that Bernstein’s (1996) sociology of educational 
knowledge is an appropriate paradigm for studying the construction of CPI as a 
curriculum subject. 
2.1  THE DEVELOPMENT OF CPI 
2.1.1 Background to the development of CPI: Children are capable of abstract 
and philosophical thought 
In the second quarter of the 20th Century the existing theoretical understanding 
was that young children were deeply involved in concrete thinking. This type of 
thought appears in children’s sensations, perceptions of action and to some extent in 
their emotions. The dominant belief was that any attempt to look for abstract 
concepts in children’s perceptions would have been a waste of time. But later, with 
the sharp contrast between the ideas of Lev Vygotsky and those of Jean Piaget, some 
educators sought ways to expose children’s minds to abstract ideas. After Vygotsky, 
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it has been widely believed that the child’s cognitive development requires 
engagement with abstractions (Lipman, 2011). 
Matthew Lipman, a philosophy lecturer at Columbia University, founded the 
educational theory and practice of the Philosophy for Children program in 1960. 
After engaging in a series of conversations on children, he found that there is a 
deeply rooted problem in the educational reasoning of those who pass through the 
school system in terms of critical thinking and logical reasoning.  
To address the problem of children’s educational reasoning, Lipman decided to 
put his effort into writing a story that incorporated philosophical logic. Harry 
Stottlemeier’s Discovery was his first attempt at creating a philosophical novel for 
children that presented the main building blocks of Aristotelian logic. Virtually every 
event in the story of Harry vibrated with the rich background of ideas from past and 
present day philosophy that accompanied the storyline of activities of Harry and his 
companions (Lipman, 2011). In 1970, after finishing the writing of Harry, Lipman 
conducted a 10-week experiment that used Harry with randomly selected 
experimental and comparison groups of 5th grade students for four years.  Data on 
reasoning skills were collected through pre- and post-testing. The findings revealed 
significant impacts on achievements in other subjects, like mathematics, which lasted 
for two years.  
In 1972, Matthew Lipman and Ann Margaret Sharp established the Institute for 
the Advancement of Philosophy for Children. With respect to the disciplines of 
philosophy and education, a traditional and ubiquitous perspective on the part of 
philosophy is all a matter of theory, while education is all a matter of practice. On the 
assumption that theory and practice need to be in full interchange with one another, 
both disciplines have been modified to work harmoniously together in P4C (Lipman, 
2011). This modification has been effected to enable the development of school 
programs that teach philosophical thinking to children. 
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2.2 CONTEXT 
2.2.1 The value of philosophy for children as part of mass schooling in 
contemporary democratic societies 
As Lipman declared (2011), philosophy has been dedicated to the care of and 
advancement of thinking, with regard to what thinking is and what it ought to be. In 
support of this, educators have been advocating “higher-order thinking, a triangular 
affair with synthesis and analysis at its bases and evaluation as its apex” (p. 5).  
‘Analysis’ refers to recognizing and explaining patterns and meanings, observing 
parts and a whole. ‘Synthesis’ refers to discussing ‘what if’ situations, creating new 
ideas, predicting and drawing conclusions. ‘Evaluation’ refers to making 
recommendations, assessing value and making proper choices, and critiquing ideas. 
According to Lipman, the trend has been to replace synthesis with creative 
thinking, and analysis with critical thinking. Critical thinking involves logical 
thinking and reasoning including skills such as comparison, classification, 
sequencing, cause/effect, patterning, webbing, analogies, deductive and inductive 
reasoning, forecasting, planning, hypothesizing, and critiquing. Creative thinking 
involves creating something new or original. It involves the skills of flexibility, 
originality, fluency, elaboration, brainstorming, modification, imagery, associative 
thinking, attribute listing, metaphorical thinking, and forced relationships. The aim of 
creative thinking is to stimulate curiosity and promote divergence (Lipman, 2011) 
Further, searching for a concept as the third leg of a higher-order thinking 
tripod which reflects the responsiveness of thinking to evaluation has led to the 
concept of caring thinking. Caring thinking, as proposed for the third leg, is a 
reflection of appropriate application of a theory to a practical situation, “an 
understanding of the cognitive role of emotions, particularly those that are social in 
character” ( Lipman, 2011, p. 4). 
 “Caring thinking encompasses the thinking which is concerned, appreciative, 
normative, and deliberative (Lipman, 2011, p. 4). In other words, caring thinking is 
concerned with predicaments of others. It is appreciative because it appreciates every 
arrangement of parts and wholes. It is normative in a way that it suggests what ought 
to be done in moral situations.  Also it is deliberative which means it seeks to weigh 
all the factors and take the context into account before judging. This leg of the tripod 
is of particular relevance to the analyses conducted in later chapters of this thesis. 
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 In Philosophy for children these criteria are taken seriously. The aim of P4C is 
not turning children into philosophers or decision makers, but to help them to 
become more thoughtful, more reflective, more considerate and more reasonable 
individuals who can develop their interaction with the environment and have an 
influence on it (Vansieleghem & Kennedy, 2011). The most apparent object of the 
approach is a strong emphasis on analytical reasoning as a guarantee for critical 
thinking (Vansieleghem & Kennedy, 2011). This stress on analytical skills such as 
categorizing and ordering ideas is not only obvious in Lipman’s novels but also 
emphasised in the accompanying teacher manuals. 
There is a real and unique innovation in Lipman’s work: he introduces 
philosophy in terms of a public call for truth telling within a collaborative 
epistemological, ontological, aesthetic, ethical and moral inquiry, or a social 
problem-solving gathering in public schools. This collaborative inquiry took the form 
of a group speech situation of traditional childhood education. It was a theoretical 
and practical revolution in education which has two dimensions.  
The first dimension is the curricular which introduces philosophy as a subject 
matter in the elementary school (Kennedy, 2012). This theory is based on the 
assumption that childhood is an appropriate stage of life to read and think and talk 
about philosophical issues. This perspective represents a shift in the way that adults 
understand children as thinkers and meaning makers.  Moreover, this dimension is 
more than a curricular revolution; it reminds us that all school curriculum has a 
philosophical dimension that is integral to the meaningfulness of it (Kennedy, 2012). 
The second dimension of Lipman’s revolution is pedagogical. This is found in 
the development of a guided, open-structured, dialogical speech community called 
Community of Philosophical Inquiry (CPI) as the means to practice the philosophical 
curriculum developed by Lipman. With respect to this dimension, Lipman claimed 
that such a guided, structured, dialogical speech community is the most suitable way 
to practice philosophical curriculum – a theory and practice – with students. This 
pedagogical innovation had its own philosophical dimension. CPI has far reaching 
implications practically and theoretically in terms of learning theory, a unique 
teaching theory, argumentation theory, theory of knowledge, group psychology, 
moral education and most significantly, grounded political theory and practice. CPI 
is not just a school pedagogical practice, but rather is a  
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[p]rojection of an ideal speech community dedicated to a normative form of 
democratic practice – one that mediates the relationship between democracy 
as a form of social inquiry and a dialogical philosophical inquiry as a form 
of communicative practice (Kennedy, 2012, P.37).  
In other words, it is posited that CPI can serve the development of democracy 
in liberal democratic nations such as Australia. In CPI, the discursive relationship 
between the empirical and the abstract is different from that of other content areas. 
Given the use of communal dialogue as a tool for questioning fundamental beliefs 
and assumptions, this study is interested in doing P4C as a stand-alone component of 
curriculum (a philosophy subject), but even if community of inquiry pedagogy is 
applied to any discipline, it actually leads to an inquiry into the philosophy of that 
discipline (Kennedy, 2004). It is from this that much of the promise of CPI and 
purpose-written philosophical materials for ethical education in 21st century 
multicultural conditions would seem to stem. 
Finally, the philosophical problems which children encounter in CPI are mostly 
representations of behavioural problems encountered in daily life. Accordingly, CPI 
in its ethical mode can be considered as an emergent curriculum in the field of moral 
education. In this realm, CPI is the original discourse of the “miniature society”, 
“embryonic community”, or “child’s habitat “of Deweyan ideals in early works such 
as The School and Society (Dworkin, 1959, p. 41). To clarify, the CPI dialogue is the 
pedagogic space in which the group releases its own daily life issues, which entail 
common, central and contestable concepts for all. Group members make decisions on 
issues about violations of rules and social expectations, about class and school 
governance; potentially they discuss what they shall study and how (Kennedy, 2012). 
A regular CPI is the “school meeting” of the democratic school programming a 
philosophical approach in which school is a form of community ethically expressed 
(p. 49). As indicated in Chapter One, this approach has had an appeal to educators in 
the linguistically and culturally diverse schools of Australia with their official 
policies of multiculturalism. To elaborate on this potential the theoretical base of CPI 
is now developed, looking in particular at its roots in Deweyan thought. 
2.3 LIPMAN AND DEWEY: THE THEORETICAL BASE OF CPI 
According to Kennedy (2012) Lipman’s CPI was an application of John 
Dewey’s educational theory (Kennedy, 2012). Dewey’s theory of education was a 
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path to reconstruction of habits of belief. This happens as an ordinary result of a 
dialectic relationship between our current habits and what is called “impulse”. What 
Lipman refers to in Dewey’s work – and what is thought to be the core pedagogy of 
CPI – is reflective thinking. By “reflective thinking”, Dewey meant being aware of 
the causes and consequences of our thinking and the decisions we make. Knowing 
the cause of ideas – the circumstances in which they are thought – is to release 
ourselves from intellectual rigidity and to act upon intellectual freedom, which lets us 
choose among alternatives. Being aware of consequences is to know the meanings 
which lay in their practical attitude, and the effects they have upon personal practice 
and upon the world (Lipman, 2003). In Democracy and Education, Dewey (1917) 
suggests that adults should grow in childlikeness, acquiring the sympathetic curiosity 
of children, the unbiased responsiveness and openness of mind of the child. In 
considering this recommendation, Lipman claims it is through dialogue that the gaps 
Dewey identified between child and curriculum, between “psychological and 
logical” child development and the structure of disciplines, and between the child 
and the adult, will eventually be bridged (Kennedy, 2012). 
Dewey was a student of Charles Peirce, who, in 1870, proposed the doctrine 
that the meaning of ideas lay precisely in their practical applications. But what 
Dewey takes from Pierce as his philosophical endeavour, was not his doctrine but the 
method. This method was one that he applied to science, art and any area of 
education (Lipman, 1991, 2003). For Dewey, the method of scientific inquiry was 
much more flexible and adaptable than the classical humanist’s methods. Scientific 
inquiry for him is equated with inquiry in general. Dewey added that until students 
were alerted to inquiry they would not be ready to participate in a society by dealing 
with their problems. Kennedy (2012) also refers to Plato, for whom excellent 
thinking is philosophical thinking.  
Dewey’s work was subject to critique from the outset – sometimes by other 
‘Deweyans’. To clarify, Dewey himself makes a strong case in his work Experience 
and Nature (1929) for the conception of philosophy as criticism. For Dewey, 
“philosophy was a special non-scientific form of cognition that is concerned with the 
judgement of value as a unique form of inquiry – a judgement of judgement, a 
criticism of criticism” (Lipman, 2003, p. 38). By this, Dewey meant that even if 
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scientific method is applied to philosophy, these two things cannot be reduced to one 
another. 
But Dewey also claimed that “the child has not much instinct for abstract 
inquiry…. or making technical generalizations or even arriving at abstract truths” (p. 
60). The point here is that children cannot do philosophy, since they cannot do 
abstract inquiry. This is a claim that has its roots in the historical precursors 
Rousseau and Plato, who warned that introducing philosophical discourse to children 
would make them argumentative, relativist sophists. How might CPI be realized as a 
way of understanding the psychological ideals and practices of Dewey’s “radical 
democracy” (Dewey, 1987) in the face of implicit critiques by some Deweyans that 
philosophy, even in children’s vocabulary and in their own terms, would be 
miseducative and remove children from their own vital interests and experiences and 
their own questions? 
Kennedy (2012) suggests an answer to this critique. He asserts that a 
communal, collaborative, philosophical dialogue, after the way of Lipman, is a realm 
of abstraction, yet one that is immediate and concrete in its affect and implication. 
Such abstraction is an authentic basis for the sort of inquiry that leads to 
reconstruction of the cognitive structure of beliefs, and therefore to ethical 
reconstruction. Such a rigorous mutual and self-interrogative oral dialogue may be an 
effective and social process of collaborative concept construction, which satisfies the 
Deweyan notion of educative experience (p.38).  
The other effort of justification of practicing CPI is considering CPI as an 
ethical and political practice. This approach can be more compatible with children’s 
interests and of less conflict with a Deweyan perspective as absolute abstract inquiry. 
In such a way, there will be little conflict with Deweyan perspectives (Kennedy, 
2012). Although this is not the perspective that Lipman himself initiated for CPI 
practices, this practice has as many implications for moral education and school 
culture and governance as for curriculum and pedagogy (p. 39). In practicing CPI, 
democratic practice takes its discursive shape from its philosophical dimension, 
which can be expressed in a way that expands the prospect of discussing ethical 
questions (Kennedy, 2012). This is the point that Lipman offers as a prime example 
of what Dewey implicitly exhorted:  
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…philosophy recovers itself when it ceases to be a device for dealing 
with problems of philosophers and becomes a method, cultivated by 
philosophers, for dealing with the problems of men [sic]. (Dewey, 1917, 
p.42). 
The point here is that philosophy can be used as a process, rather than just for 
discussing abstract concepts. Since democratic practice is “saturated” with “social 
values and qualities”, it can apprise child’s intellectual and ethical experience, and 
within a discursive framework arouse the child’s vital logical movement in a way 
that is comparable with the experience of working with wood, stone and metal 
(Dewey, 1986, p.167). In other words, engaging in philosophical inquiry and using 
philosophical process in a field like ethics can have the same experimental effects on 
a child as those achieved by working with physical entities. 
According to Dewey, the aim of education is growth for both adult/teacher and 
child/student, but in different directions. Lipman’s form of speech to children 
initiated a reform in conservative adult-child school discourse. In fact, this new 
consideration of adult-child relationships challenges adult authorities both 
epistemologically and existentially, and stresses the necessity of distributing 
authority to and amongst the learners. The fundamental development of the CPI 
process is distributed thinking and distributed participation, and hence the sharing of 
power between adult and child. Therefore, CPI makes children and adults co-
inquirers. In this site, the fixed pattern of adult thought and affection turns to an 
interrogation and dialogue situation. This is a point of distinction from the theories of 
biologists like Piaget on cognitive development and Kohlberg’s stage model of moral 
development.  
Such a revolution is derived from Dewey’s educational theory of 
transactionalism, which posits the reconstruction of habits – most primarily, a 
reconstruction of habits of belief. This reconstruction occurs as an ongoing result of 
the dialectical relationship between our current habits and something that Dewey 
called “impulse” (Kennedy, 2012). “Habit” for Dewey indicates “dispositional 
structure, motivational sets, cognitive schemata, regular response structures with 
their variety of thresholds” (Kennedy, 2010, p. 44). Overall, habit is an initiative-
and-response system or accumulation which is a collective product of the past, even 
the very last moment which I encounter up to this very moment. In actuality, habit 
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represents our current state of adaptation to an ontological uncertainty of future 
adaptation to an existence which is both “precarious and stable” (Dewey, 1981). 
“Impulse” represents the desire, eagerness, psychosomatic energy and affective 
motion that challenges habit but also selects, shapes regulate and guides habits in the 
transaction between them and the present moment (Kennedy, 2012). 
For Dewey, if someone is undergoing the educative experience of  “growing”, 
then “impulse” is keeping habit flexible, adaptive and dynamic by constantly re-
informing it, energizing it through an initial process of problematizing it, or breaking 
it up and deconstructing it. In this regard, what happens through CPI is that the 
group’s impulse reconstructs a given concept into better-reflected and contextualized 
experience. Impulse comes to reorient the desire for the better, in order to enable 
personal and social transformation to happen; that means the process of inquiry itself 
is a dialectic between impulse and habit.  
In the case of CPI, when a habit of belief – as a pattern of a behaviour – 
regarding the status of a concept such as friendship, justice or life, happiness and so 
on and practices which are informed by those concepts no longer fit the situation, 
then the impulse – desire or the implicit aim – that “animates” the habit is 
“impeded”, and in that moment is transformed into “thought”. Therefore, “there is no 
thought without the impeding of impulse” (Dewey, 1922, p. 257). In the process of 
group or distributed thinking, this situation may be associated with the open 
collective intellectual space which Dewey called “Reason”. This open space of 
reason is by definition metacognitive. By entering the realm of reasoning, the 
inherent aim is to cultivate the habit of reasonableness. These understandings are 
traceable throughout both Dewey and Lipman’s work. Dewey wrote:  
Rationality is not a force against impulse and habit. It is the attainment of a 
working harmony among diverse desires. ‘Reason’ as a noun signifies the 
happy cooperation of a multitude of dispositions, such as sympathy, 
curiosity, exploration, experimentation, frankness, pursuit—to follow things 
through—circumspection, to look about at the context, etc. etc. (1922, p. 
197). 
Being reasonable in Deweyan terms is to find coherence between impulses and 
desires in a specific context in order to pursue an aim.  
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 In the case of Lipman, the project of nurturing the habits of reasonableness in 
children entails Dewey’s understanding of being reasonable. Specifically, these are 
ideas about: 
[T]he transformation of natural power into expert, tested power: the 
transformation of more or less casual curiosity and sporadic suggestion into 
attitude of alert, cautious, and thorough inquiry (1986, p. 181). 
The point taken up by Lipman is that the curiosity and wonder of children 
transforms them into informed and attentive beings through CPI; this is how a natural 
habit in children can be shaped as a reasonable attitude through philosophical 
process. 
This section has looked at the Deweyan philosophical base of CPI. The next 
section provides an understanding of the potential of purpose-written CPI materials 
for multicultural ethical education in linguistically and culturally diverse schools: the 
materials provide pedagogic ideas for the teacher as well as philosophical contents 
for instruction.  
2.4 THE LOGIC OF CPI’S ‘STIMULI’ SELECTION 
The growing interest in critical thinking that emerged at the end of the 1970s 
was based on its emphasis on reasoning as a necessary element of any deep-structural 
education reform. Here, introducing philosophy as content into the school curriculum 
carried the hope of bringing reform in the culture and practice of schooling. 
Lipman’s first philosophical novel for children, Harry Stottlemeier’s Discovery, 
attempted to create a pedagogical tool that modelled real-life critical thinking by 
engaging children in critical group dialogue about philosophical issues. Texts used in 
the CPI classroom need to be offered in such a way as to foster the main purpose of 
dialogical learning. In particular, they need to be offered philosophically, not simply 
as a representation of an ethical dilemma; such texts reflect the values and 
achievements of past generations, mediate between the culture and the individual, 
and act as a highly peculiar object of perception that carries reflection already within 
itself. Such texts are designed to portray human relationships in a way that can be 
analysed into logical relations.  
The common practice in P4C is using narrative as a starting point for the 
discussion. In behaviouristic terms, the chosen narrative is called a ‘stimulus’. Such 
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texts can be seen merely as provocative tools for philosophical thinking. The 
structure of narrative makes our life intelligible: metaphoric beginning (birth), 
middle (maturity) and ending (death) are the main ways of organizing our life 
experiences in terms of stages with causal relations between its parts, plans and goals 
(Haynes & Murris, 2012). Engaging in a fictional or non-fictional narrative involves 
a human perspective; making sense of narrative requires an open relation between 
the reader and the text. Existential philosophers suggest that the meaning of the text 
is not already instilled in the text, but its being lies in the conversation between the 
reader and the text. For example, the concept of ‘time’ in narrative changes in a way 
that past is always made active in the present by the reader; the reader brings their 
historicity and temporality to the interpretation of the text. As Nussbaum (1990) 
suggests, literature engages the reader in a horizontal and a vertical level of 
imagination, where ‘horizontal’ is contacting with events and locations, persons and 
problems, and ‘vertical’ is engaging in a deeper, sharper and more precise way than 
what the reader experiences in their everyday life (Nussbaum, 1990). Such 
engagement expands the reader’s moral imagination and extends ethical connection 
with the characters (p.48). Also, the emotional factors in narrative make readers care 
about the characters and make sense of not just the ‘world’ but the ‘inner’ world in 
which our experiences are embedded (Haynes & Murris, 2012). Nussbaum (1990, 
2001, 2004) believes that emotions capture the intellect making it stop and reflect on 
the moral course of our minds, which provide evaluations of situations; emotions are 
instructive responses and expressions of social relations (Haynes & Murris, 2012).  
The use of narratives as resource materials for moral literacy needs to 
encompass three basic elements of moral literacy. As Tuana (2007) suggests, 
components of ethics sensitivity, ethical reasoning skills and moral imagination need 
to interact mutually in moral literacy to heighten all three competencies in students. 
Using narratives and teacher resources may make these three components available 
for education transmission. 
Ethics sensitivity means the ability to recognize a situation which involves an 
ethical issue, having a solid understanding of the moral intensity of that ethical 
situation and identifying any moral values underlying that ethical situation (Tuana, 
2007). Purpose-written materials of  P4C are designed to provoke ethics sensitivity in 
students. To achieve this, most of the narratives involve an ethical dilemma to which 
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the characters of the story need to find a proper response.  This enables readers to 
engage in the process of the ethical reasoning along with the characters. 
Ethical reasoning skills means having a solid knowledge of different ethical 
frameworks, the ability to assess the facts involved in an ethical situation, and the 
ability to assess values embedded in that ethical situation (Tuana, 2007). The core 
logic of doing P4C is to elevate reasoning skills through deliberate discussion about 
ethical and philosophical dilemmas. By providing activities and exercises and further 
discussion plans, the manual accompanying purpose-written philosophical materials 
gives a proper space to work on such skills after reading the stimuli.  
The aim of engaging students in philosophical ethics in CPI is to build a strong 
understanding of the philosophical ideas underpinning normative ethical frameworks 
for the framework that has been identified by Tuana (2007). In ethics of deontology 
students learn about the nature and origin of duties and their relationship to human 
rights and intentions. In utilitarian ethics students engage in thinking about the 
consequences of their actions and their relations to individuals’ rights and the 
intentions of the whole society. In virtue ethics they learn that to live ethically we 
need to develop our human character traits like loyalty, kindness, and so on. Care 
ethics remind them that humans are living in an interdependent network of 
relationship with others; so the same ethical rule may never be acceptable in similar 
scenarios. The study reported in this thesis probed the presence of these frameworks 
in the focal purpose-written materials. Merely having knowledge of philosophical 
ethical schools of thought without critical reasoning skills would again lead to faulty 
ethical judgments and decisions. It is through CPI that students learn the logical 
framework of reasoning and how to assess an argument as faulty or accurate.  
The third component of moral literacy is developing moral imagination. 
According to Tuana (2007), moral imagination is the ability to look for different 
possibilities of acting in a given situation and the ability to assess the outcomes and 
consequences of the various actions. Moral imagination is not merely a rational 
process of ethical thinking, but is the combination of reason and emotion in assessing 
the given situation and responding ethically in every context; it is moral imagination 
that leads to a commitment to being ethical and thinking divergently in every 
situation. As this study mentioned earlier, the whole process of CPI nurtures the 
ability to find alternatives in every context. Building on others’ ideas and listening 
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carefully to community members in CPI teaches students to care about their peers’ 
feelings and worldviews.  
In summary, P4C through CPI aims at nurturing all the components of moral 
literacy. Provoking ethical sensitivity and also developing some ethical reasoning 
skills, which is the knowledge of ethical frameworks in CPI, is done by purpose-
written material for P4C. Hence, choosing proper stimuli for the classroom 
discussion is of high importance. However, recently the use of some picturebooks 
rather than purpose-written material has become a topic of contention between 
teachers and educators of P4C. 
2.4.1 Purpose-written materials: A topic of contention 
Using narrative at the heart of CPI is justified by more than the fact that 
children enjoy stories; narrative engages students in the life experience of characters 
who enact and model the process of inquiry (Splitter & Sharp, 1995). For Lipman, 
P4C is about process and not content; children need to develop their own way of 
thinking, and their own philosophy about the world around them. As students read 
and discuss a philosophical story, they find themselves immersed in the story and 
become part of it. Through ‘external’ dialogue children engage in a thinking together 
process, which develops thinking in themselves, or ‘internal’ dialogue. 
Philosophical novels of P4C entail topics and exercises that are related to 
academic philosophy courses in formal or informal logic; Lipman believed that 
students’ moral responses should be logically framed. Furthermore, such novels do 
not need any illustrations, since illustrations may prevent students from imagining 
and picturing the text themselves. Illustration may also hinder the process of 
meaning-making; the artistic aspect of the narrative is regarded as of minor 
importance in comparison to the depth of the verbal text (Haynes & Murris, 2012). In 
typical philosophical texts, the emotions are removed and  there is a surprising lack 
of mystery and complexity. In P4C’s purpose-written texts, the art and visualization 
of the books is mostly secondary in contrast to the urgency of the depth of the verbal 
texts. 
Lipman was strongly against using children’s literature because he thought that 
the aim of education is to produce thoughtful individuals; hence the educational 
materials should model thinkers. In his account, framed in 1960s, children’s 
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literature is assumed not to do this. Moreover, it is not purposefully concerned with 
serious or deep issues. Accordingly, Lipman wrote several philosophical novels 
accompanied by teacher manuals, instilling philosophical ideas, themes and 
questions in them in such a way as to provoke children’s deliberate questioning. As 
Kennedy (2013) mentioned, Lipman’s novels generally have four features:  
1. The novels do not entail any philosophical terminology or any 
philosophers’ names; 
2. The story plots are factual rather than fantasy or fiction; 
3. The novels portray children who engage in dialogue in their daily life 
using ordinary language; 
4. The novels are structured  intuitively rather than systematically. 
Assuming these features as essential to P4C novels, then picturebooks or 
children’s literature that have philosophical overtones can hardly cover all these 
characteristics, especially given that children’s literature is often fictional, and does 
not cover a range of philosophical ideas in one story, or model any philosophical 
reasoning or dialogue. In other words, where children’s literature may makes delicate 
and creative connections between philosophy and literature, P4C novels aims at 
separating these two fields.  
P4C novels tend to expand the specific type of language that models logical 
thinking, using phrase like; asking students to give definitions, draw conclusions, 
pointing out contradictions, or, modelling logical deductions. However, like 
picturebooks, philosophical novels of P4C do not moralize or patronize a specific 
idea or concept. Rather, they model children who are thinkers and engage in dialogue 
to examine deep philosophical concepts.  
Lipman was radical about the meaning-making process; in this view, changes 
in learning and teaching practices, theories and technologies, and systems of 
meaning-making comprise visual, aesthetic and kinaesthetic tools for meaning-
making (Haynes & Murris, 2012). Given this perspective, the developments around 
the use of authentic literature in P4C have prompted a response from some 
philosophers. 
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According to Lewis (2001) the reader of a picture book engages in a bilateral 
process of meaning-making in a “kind of miniature ecosystem” (Lewis, 2001, p.48); 
the construction of the text invites the reader to continue reading along the event line. 
Moreover, the pictures make us deliberate. Furthermore, because of the culturally 
diverse settings in which P4C’s practitioners and trainers worldwide work, the use of 
picture books as philosophical resource material for P4C nowadays is regarded as a 
creative and practical response to the challenge of enacting P4C programs (Haynes & 
Murris, 2012, p.56).  
As Haynes and Murris (2012) suggest, teachers’ choices of educational 
resource material represent their moral values, epistemological assumptions, 
aesthetic beliefs and also implicit understanding of childhood. Recently, a ‘quiet 
revolution’ has been happening concentrating on producing good quality and 
contemporary picturebooks. Contra Lipman’s views, formed in the 1960s, new 
picturebooks are not didactic and do not moralize, but they have interrogative texts 
and propose patterns, that is how they assume readers are ‘thinkers’ (Murris, 2009). 
The interrogative texts of picturebooks can problematize existing boundaries 
between reality and fiction, and the serious or comic. These texts distort the current 
belief that access to abstract concepts need to be through abstraction; but suggest that 
thinking about fictional settings or characters may be capable of presenting abstract 
truth (Murris, 2009, p.109). 
In contrast, Splitter and Sharp (1995) declare that since philosophical texts 
belong to a genre called ‘story-as-text’, they strike a balance between literature and 
structured didactic text; literally, the reader is asked to take on the puzzles and ideas 
in the text, but unlike regular narrative, the purposefully didactic structure of the 
story is aimed at students’ masterly and internalization of the tools of philosophical 
inquiry (p.101). For instance, picturebooks or children’s literature may provide 
enough space and depth for raising philosophical puzzling questions, (for example 
Where the wild things are by Sendack, M., 1963) entails some philosophical 
concepts like ‘Does magic exist?’. However these materials cannot meet the criteria 
of purpose-written texts for P4C. 
If picturebooks are to be used as CPI stimuli, it is argued by some proponents 
of P4C, then they need to meet the structural design requirements of P4C’s materials 
and also be accompanied by a manual as a guide for teachers on how to provoke 
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deliberate discussion. Following the manual, which includes a mass of exercises and 
discussion plans, sounds hard for teachers. But to ensure the quality of the 
philosophical discussion and to offer proper support for those with no background in 
philosophy, Lipman insisted on teachers using the instructional manual.  
In summary, using narratives as P4C curricular resource material was strongly 
suggested by Lipman. However, the utility of these materials has been the object of 
some discussion and so warrants attention in this review of the literature in which 
this study is located. Others have recommended the use of children’s literature 
including high quality picturebooks, providing illustrative readings and tools 
including lesson plans, discussion plans and activities designed to assist teachers to 
plan and implement CPI (Rolton, 2006; Haynes & Murris, 2012; Wartenberg, 2014). 
It is in this context of curricular contention that the present study looked at the 
potential of purpose-written materials. 
After looking at the CPI’s logic of choosing stimuli for classroom discussions, 
this chapter now considers the pedagogy of CPI, and further considers the role of 
teacher/educator in that pedagogy. 
2.5 THE PEDAGOGIC LOGIC OF P4C 
Socratic dialectic represents one amongst a larger set of speech activities which 
happen in CPI dialogues.  As long as CPI mainly encompasses clarifying, 
coordinating, instantiating and evaluating the ideas which are generated amongst the 
participants of the group, Socratic dialectic is an ongoing self-corrective process that 
offers and evaluates examples, raising further questions and chains of arguments. 
This is the pedagogic choice of CPI (D. Kennedy, 2012). 
The operational logic which Lipman displayed in Harry Stottlemeier’s 
Discovery and the accompanying manual, Philosophical Inquiry, and also the logic 
of framing the discursive structure of communal dialogues in CPI, is traditional 
Aristotelian: the traditional logic. Since this logic is that of inter-human and inter-
locutive discourse, the dialectic that happens in CPI can be characterised as Hegelian 
as well as Socratic. Hegelian dialectic guides our mind in times of conflict and leads 
us to predetermined solutions. Both Socratic and Hegelian dialectic proceeds through 
a spontaneous, emergent process of negation, identification and mediation of 
contradictions (Kennedy, 2012). 
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Kennedy (2012) characterises the engine of CPI among both children and 
adults as a deconstructive one. The communal speech begins with choosing a concept 
and passing it through the process of generalization and instantiation; that is, trying 
to find an objective or a substance for the idea that was the subject of dialogue. A 
dialectical characterization of dialogue that entails argument for a conclusion leads 
the process to fulfil the goal of consensus. In doing so, the concept under discussion 
is likely to be subject to a process of ongoing reconstruction.  
Further, CPI has Deweyan Pragmatic logic. This logic is based on 
problematization in order to improve an existing situation fundamentally and 
motivationally. It is a logic grounded in the biological world. For Dewey, inquiry 
begins when the relationship between a concept, and the existing experience and the 
narrative to which that concept relates, are seen to be in conflict and inquiry is 
initiated in order to correct the relationship. With respect to this, Dewey made the 
point that when the automatic steering and control mechanism of the vehicle of 
communicative culture no longer assures a stable meaning to “social values and 
qualities”, then the logic of problematization generates the engine of discourse to 
“saturate” our experience (Kennedy, 2012). To put it simply, inquiry generates the 
opportunity to revise any initiated relationship in order to change the outcomes. 
Hence, any original beliefs and social action can be re-initiated if there are no long 
applicable. 
 The great emphasis on dialogue as a fundamental and indispensable part of the 
P4C pedagogy, will no longer be perceived as a modelling and couching of an ideal 
of analytical reasoning, but as what generates communal reflection, inspection and 
communication (Vansieleghem & Kennedy, 2011). Dialogue characterises CPI so 
completely because it emerges in a discursive location in which all propositions are 
already in question. “Dialogue is not taking positions, but a mutual positioning 
within a space of interrogation which is characterised by self-othering, or 
experiencing self as an other” (Kennedy, 1999, p. 340). By interrogating the 
boundaries at the time that the dialogical structure of being emerges, transformative 
potential may be revealed. Through its interplay, conceptual and also inter-subjective 
social boundaries are continually being configured. 
Since the pedagogical arrangement of CPI is dialogical and multi-logical rather 
than monological, then the pedagogical locus of control is the group as a whole, 
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which is presented in a discursive system that is transformative and dynamic, not as 
prescribed in role hierarchy from authority. This means the pedagogy of community 
of inquiry presumes a shift from the traditional role of teacher to that of facilitator 
and from the transmission model to the dialogical model. This model was announced 
first by Freire (1965) in Pedagogy of the oppressed to solve the student-teacher 
interaction. Although CPI recapitulates a Socratic method, it represents a major 
modification. In CPI the controlling factor in the direction of the argument and the 
source of self-regulating movement is not just one powerful and dominant member 
of the community (i.e. the teacher); rather it is the systemic, dialectical process of the 
whole group.  
This can be considered as distributing the deconstructive/reconstructive process 
between all members of the group and redirecting the argument according to their 
interactions, rather than locating it in one person. But still, even this self-regulated 
system needs a pedagogue. But this role will no longer be the traditional univocal or 
polemic one (Kennedy, 2004). In the dialogue of subjectivities that is applied in 
community of inquiry, each individual becomes more himself or herself, and also 
more relational due to how the cognitive and social perspectives of individuals are 
affected by the community clarifications of thinkers.   
Dialogue is not just a skill; it is a set of dispositions in an inter-subjective 
psychological and discursive space in which all community members come under 
interrogation. This interrogation is caused by the deconstructive and transformative 
power of the philosophical questions under discussion (Silverman, 1986). Kennedy 
adds that dialogue in the community of inquiry is the confrontation of all internal 
systems with the external system of the community as a whole. In fact, dialogue can 
happen between individual members of the community, between each individual and 
the whole and also between any possible combinations of these two. But as in all 
systems, the direction of such movement is toward unity and in a form of optimal 
differentiation and better coordination of different elements of the system, which in a 
community of inquiry will be directed towards coordination of the various 
perspectives of each individual group members (Kennedy, 2004). 
Lipman (1988) argues that philosophical inquiry and ethics go hand in hand, 
and should not be devoid of one another. Philip Cam (1994), an Australian P4C 
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author, concurs, arguing that philosophy has an ethical component, insofar as 
philosophical inquiry reflects an ethical process. 
 The point here is that settling moral dilemmas in the classroom context has a 
limited chance of producing an enduring fruitful and educational outcome because 
“they [dilemmas] are [typically] constructed by arbitrarily ruling out meaningful 
options and by limiting those that remain to those that contradict either one or 
another or themselves” (Lipman, 1991, p.69). Therefore, the examination of moral 
subjects needs to be accompanied by the exploration of alternatives through 
philosophical inquiry (Freakly & Burgh, 2000). However, ethical inquiry does not 
happen by itself: something needs to provide an opportunity for it to occur. Settling 
immediate moral dilemmas is not the goal of classroom ethical inquiry; the initial 
concern is to conduct ourselves in regard to such matters (Cam, 2012). Therefore, to 
encourage students to engage in ethical inquiry in the classroom, matters of genuine 
ethical concern to them need to be provided in order to motivate them. These matters 
need to be presented in a way that provokes students to ask about them. Cam (2012) 
explains the basic ethical inquiry procedure in Figure 2-1. 
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Figure 2-1: Basic ethical inquiry procedure (Cam, 2012, p. 72) 
As Lipman declared, in the discourse of a community of inquiry, the 
development of “argument” is chaotic, although it has direction (Lipman, 1991). 
Like any open system, the community of inquiry has three major characteristics in its 
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procedures: it is non-sequential, relatively unpredictable, and irreversible. Also, it is 
characterised by momentary dislocation and disorganization of the system, which is 
in transition. Like any open system, CPI’s characteristics include 
• role reversal and polarization that is when the distribution of generating 
dialogue in not even in the community; 
• stagnation that is when there were no signs of movement in the process of 
the dialogue, 
• triggering phenomena;  
• unpredictable organizers, that is when the idea that seems irrelevant at 
first, but shifts the whole context or direction of the argument;  
• ambiguous control, which means everyone in the system exercises some 
measures of control that lead to ambiguity; and  
• non-additive integrative element, which is an element that emerges and 
organizes everything around it (Kennedy, 2004, p. 753).   
These are characteristics of a continual deconstruction and reconstruction in a 
system. Pedagogies that are designed to suit such characteristics of an open system 
need to trust the chaos in the system. Trusting in this chaos is to recognize its implicit 
order-seeking character. Kennedy (2004) suggests that in order to model an open 
system, community of inquiry implies a trust in human “nature” and the inherent 
orientation for better outcomes and self-organizing tendencies of human processes. 
He believes that we can feel the “directional urge” which accompanies chaos toward 
new and more reasonable forms of order. In short, CPI as an open system generates 
specific types of order, which can emerge through the attentive conduct of the 
discussion by facilitator. But what is the role of the teacher in this pedagogy? 
2.6 THE ROLE OF THE FACILITATOR 
The teacher as deliverer of the knowledge, as disciplinary or epistemic 
authority, as motivator or even as generator of knowledge has a local function in 
traditional educational settings. In contrast, in CPI the teacher works to direct the 
group toward auto facilitation – in this case each member of the community can 
enjoy some experience of leadership and nurturing the process as a whole. 
Accordingly, we may say that the goal of the facilitator is to distribute her or his 
function amongst the members of CPI and to experience the dialogue as one among 
 40 Chapter 2: Literature Review 
many community members, albeit one with a special role. The facilitator is thus an 
instructor who catalyses the group dialogue toward autopoesis (Kennedy, 2004). In 
other words, the facilitator guides the group discussion to the level of self-creation in 
which pupils are involved in the process of creating their identity as a group. Also, 
the facilitator models the skill of group dialogue and makes complicated 
interventions related to the psychodynamic structure of the group as a whole (the 
group identity) or the conceptual structure of the argument that the group is involved 
with.  
Kennedy (2004) declares that the facilitator usually begins by describing and 
framing a language game that is made up of some group dialogue skills and 
mentioning necessary discursive behaviours to start the “community of philosophical 
inquiry” game. These discursive behaviours can involve: (1) restating others’ 
positions; (2) summarizing; (3) asking for more clarification; (4) calling for more 
examples and clarified definitions; (5) indicating the contradictions; (6) connecting 
and differentiating new ideas; (7) trying to build on others’ ideas; (8) asking for full 
and also balanced participation; (9) increasing or decreasing the speed of the 
dialogue, and so on (Kennedy, 2004). Since this work of clarification and generation 
of new ideas out of confrontation is a nonlinear process, it is accompanied by 
branching, recursion, the emergence of some unpredictable and irrelevant materials 
and the presence of communicative “noise”. There are some basic positions that the 
facilitator can take through this process. These positions are also known as macro 
positions, like “stances, styles, attitudes or forms of attention” (Kennedy, 2004, 
p.754). However, there can be major differences between macro positions globally, 
which are based on the understanding of the facilitator of their position and their 
function in the group or on understanding of the group as an open system as a whole. 
But Kennedy (2004) names some basic macro positions that the facilitator can take in 
a CPI system. These are the position of “ignorance”, the position of “bridge” and the 
position of “trigger”. The point here is to demonstrate the role of the facilitator at the 
micro level; it shows the underpinning philosophical and pedagogical idea of guiding 
a dialogue toward autopoesis. 
2.6.1 The CPI facilitator in a position of ignorance 
Facilitation is an expertise which is administered by a certain relationship 
between background knowledge (intuitive or experienced) and self-conscious or 
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foreground knowledge that interact in a dialectical relationship (Polani, 1966). The 
more the facilitator knows and the more they apply that knowledge intuitively, the 
less they apply special techniques and methods to make inter-subjective and 
discursive moments for the group members. This means there are no pre-set rules for 
what can or cannot be part of a community of inquiry. The facilitator considers each 
group as a particular collection of individuals who make a pattern that this pattern 
cannot be repeated and is unique. Therefore, the argument that emerges in that 
setting will not be like that which emerges in others, and no group movements ever 
are alike, except randomly. Likewise, none of the facilitator’s movements will have 
the same impact and effect in other situations because no situation is ever repeated. 
There are, however, some fundamental moves in order to sustain the dialogue. These 
are behavioural, verbal and nonverbal moves that are dubbed “active listening”, or, in 
community of inquiry language, “translation”. These actions are reflective moves 
towards clarification, summarizing, and connecting the different points that have 
already emerged in the group; they are not about offering new ideas and generating 
information. What the facilitator does at the logical level is enact the Aristotelian 
pattern of “law of contraction” in order to search for contradictions. These moves 
expose the primary logical structure of the argument within the current frame. 
Sometimes, these moves can be transformative in the way that they can change the 
direction of the argument. Or often they reveal the absence of an underlying logical 
structure in the argument, or logical contradictions that are being held together in the 
moment (Kennedy, 2004). Another logical level in the facilitator’s activity is the 
Hegelian dialectic, which is at the system level. The logic of dialectical or open 
system logic is an attempt to define the possible structure in an ongoing system that 
is nonlinear, relatively unpredictable and irreversible. Open systems logic or the 
logic of the dialectical breaks down the classical separation between observer and 
observed, thereby giving the facilitator the opportunity to create as much as to 
merely observe the development of the system of thought (Kennedy, 2004). 
The position of ignorance – which entails switching the foreground to the 
background – enables the facilitator to be fully engaged in the ongoing dialectical 
play of the discussion. Since system moves are generally unpredictable, the 
facilitator is generally not able to consciously choose the next strategic move in the 
dialogue, but just feels the right strategy for shifting the system toward progress. The 
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facilitator can feel the ambiguous shifts of the system between parts and whole, when 
just a part can act as a whole or a moment in which the whole becomes part of an 
emerging new whole. In order to feel this, the facilitator needs to allow the system to 
play out and to give up trying to control it. However, any intervention by any 
member of the group is in fact a kind of control of the system. But what Kennedy 
means here in the case of community of inquiry is that the facilitator tries to control 
the system movements ambiguously and not consciously (Lushyn & Kennedy, 
2000). Hence, “[The] facilitator lives with the existential realization that he or she, 
along with each other in the system, is a microcosm or fractal of the system.” (P.757) 
2.6.2 The CPI facilitator as bridge 
Dewey believed that the location in which the students encounter the 
knowledge that is set in the text needs to be grounded in their own experiences. The 
knowledge aroused from that ground of experience is called the “psychological”. It 
differs from the “logical” mode of knowledge of conceptual subjects of philosophy 
(Dewey, 1897). In the case of CPI, prior knowledge and the deep assumptions of 
each member in the group that counts as the experience distributed in the group is the 
grounding phenomenon. By acting in this field, the facilitator tries to encourage the 
students to express their knowledge, and to make it accessible for each member. The 
aim is to help them to transit from the “psychological” level to the “logical” level of 
their knowledge. In such a process, the individual concepts become a common 
concept for all group members through an inter-subjective system. Kennedy (2004) 
also adds that each emergent subject in the group is in the process of internalizing the 
knowledge and the skills that were constructed through distributing the knowledge of 
their experience. This in fact is the basis of community of inquiry learning theory. 
In such a process, a professional facilitator acts as a joint bridge to extend the 
redistribution and reconstruction of the knowledge between group members. That 
can be understood as a continual work of helping to connect new emergent parts and 
remapping the new emergent pattern of the whole in the facilitator’s mind. It 
involves looking for boundaries, looking for larger parts of the argument to hold 
onto, and finding some elements of the structure that are in opposition, not to cut 
them out, but to feed them to exhibit their transformational potential. As a result, the 
facilitator has an infinite choice of acts, for example, emphasis, pursuing, allowing, 
suggesting, introducing a new modality or introducing a new kind of activity or 
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exercise. Therefore, the facilitator vaguely acts to control the system. Ambiguous 
control suggests the idea of distributing control throughout the system and can 
relocate any moment between parts of it. Acting as a bridge, the facilitator makes 
him or herself a potential model of acting and playing seriously in the system for 
each member of the group (Kennedy, 2004). 
Moreover, Kennedy claims that in CPI interactions, thought and feeling have 
an isometric characteristic. As a result, the position of bridge taken on by facilitators 
is multi-dimensional; a conceptual bridge is also an emotional bridge. In practicing 
philosophy as a communal, oral dialogue, every thought and every feeling is in an 
exchange process; that is how in this exchange of thoughts and feelings students’ 
experiences are shaped. 
2.6.3 The CPI facilitator as trigger 
Any system with no connection between its elements is in complete chaos and 
that is the characteristic of system stagnation. Even a system with a harmonious 
thriving appearance may have some moments of stagnation and chaos. This case may 
be more complicated in human systems, which are based on the normative ideals of 
dialogue, indeterminacy and ambiguity. Any member of such a system can perform 
as a trigger for system transformation, and no one, not even the facilitator, can cause 
or prevent this transformation.  Any movement in a system can be considered a 
trigger, even the silence of participants, because this silence causes a feedback. To be 
entirely aware of such effects in the system, the facilitator observes and considers the 
argument from three perspectives (Kennedy, 2004). The facilitator will: 
• Pay attention to their personal feeling of the argument. This involves 
considering the importance and significance of examples that emerge 
through the argument, or looking for some missing parts that make the 
whole conversation misguided or framed in a limiting fashion. 
• Observe the argument as a whole, apart from their own personal priorities. 
This involves monitoring the emergent structure of the argument, the 
current shape and direction of it, the relationship between elements of the 
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argument, whether any contradiction has already emerged and so on. This 
type of attention is an objective and abstract form of observing a whole. 
• Think through the psychosocial state of the “collective self” as a whole. 
This form of attention entails considering the group members, the 
participatory distribution of group members, considering the extent of 
awareness of subgroups, acknowledging the effectiveness of each 
individual in triggering the system, and watching the potential domination 
of some individuals and the awareness of being silenced in some others. 
Kennedy concludes that being an effective facilitator requires a type of care for 
others, to nurture the potential in them. This nurturing demands a strategic modesty, 
which a philosophical mind is capable of. The significance of community of inquiry 
as a pedagogy is grounded in the role of facilitator. Since the facilitator no longer 
takes a position out of the group or the system, so they share every change or 
variation with the others in the group, and that is the point, which Freire (1965, pp. 
59-67) announced as a way to solve “student-teacher contradiction”. 
From the explication so far it can be seen that CPI entails some re-adjustment 
of traditional relations of power and control in the classroom. As will be recalled 
from Chapter One, relations of power and control are central to one of the 
approaches to multicultural education current in Australia and other liberal 
democratic societies: the critical multicultural approach. This dimension of CPI 
therefore warrants further attention. In reviewing the relevant literature, a case is 
established for this study’s use of a Bernsteinian sociological theoretical perspective 
to understand the construction of CPI as a subject of curriculum for children in 
school. 
2.7 POWER AND CONTROL IN CPI’S CLASSROOM 
Considering the classroom as a system and CPI as an interactive system as 
Kennedy and Lushyn (2003) suggested involves attention to relations of power. 
Traditional pedagogic systems involve overtly unequal relations of power and 
control.  
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Community of inquiry as a conceptual and psychodynamic form of 
pedagogical methodology has been understood in terms of system theory. In this 
view, a system is a configuration of parts connected and joined together by a web of 
relationships. As was established earlier, CPI can be understood as an open, self-
regulating system which continuously interacts with the environment and 
surroundings and models itself upon “nature” (Lushyn & Kennedy, 2003).  Also, it is 
assumed that CPI is a social system in which there is no intent to try to practice 
control over others through coercive or disciplinary power, which controls 
individuals through ranking, surveillance and normalization. The organization of an 
open social system is dependent on the participation of each member of the system 
and also on the communication within its environment (N. Kennedy & Kennedy, 
2010). If we understand open systems as chaotic, self-correcting and self-organizing, 
and CPI as an open system, how can we model the distribution of power in this 
system? 
Lushyn and Kennedy (2003) tried to explain the model of power in CPI by 
focusing on the transformative character of a dialectics of power. They start with a 
presupposition that community of inquiry as a methodology breaks up the 
impositional and manipulative power practices of the classroom. The CPI facilitator 
is not likely to accept the traditional perception of students’ judgement and analyses 
as insufficient and imperfect. Rather, they are likely to apply a pedagogical 
procedure that is designed to correct that traditional perception. The dynamics of this 
corrective process are designed to strengthen students’ judgement. In such a case, 
there is a different kind of teacher manipulation. The whole process begins with a 
philosopher facilitator who carries out a primary analysis of the nature of deficiency. 
Then he/she creates a text – adapted in such a way that the philosophical concepts 
can be perceived easily – in the form of a narrative, designed for correcting that 
deficiency. Pedagogical manipulation begins not just by presenting the text to the 
whole group to read, but by obliging the students – categorised according to age and 
individual differences – to ask questions to help the facilitator pass the motivational 
boundaries and creating a safe atmosphere. This more serious manipulation should 
lead to: a) mastery of the already presented material; and b) testing of the quality of 
assimilation of that material by asking the student to complete some exercises. By 
the end, the CPI facilitator should be sure that the student has grasped certain types 
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of thinking that have been modelled in the text for internalisation by the student 
(Lushyn & Kennedy, 2003). 
 By thoroughly considering the interactive dynamics of teaching, we can be 
assured that there can be no possible imposition on a child or any acquirer without 
more or less active participation of the inquirer. In other words, the acquirer is 
involved in the process of pedagogical manipulation. In the course of this, the more 
the facilitator is pedagogically resistant – inflexible and insensitive to the thoughts of 
the child – the student’s process of mastery of the material will be harder, and the 
student will need to be more creative and resourceful.  The ideal pedagogic form 
involves a moment when both sides – teacher and student – are “engaged in creative 
manipulation, in a context of equality, [and when] outward manipulation turns into 
deep communication on the level of basic meanings, dispositions and values” 
(Lushyn & Kennedy, p.105). In other words, if the teacher is to enact their model of 
pedagogy successfully, they should not impose it, but should assimilate the student’s 
model. This requires them to face and conquer their own resistance as much as the 
students’. This kind of resistance is a form of mutual identification, which refers to 
the difference between the students’ model of the content of the pedagogy and the 
teacher’s model. To better understand each model, teacher and student need to share 
their models and try to know the counter positions. Sharp (1993) described a well-
functioning inquiry as an inquiry in which participants move from the position of just 
considering themselves and their accomplishments as an important to become people 
who are conscious of others’ contributions and self transforming in a way that can 
consider themselves as a member of interdependent whole (Burgh & Yorshansky, 
2011). The point of relevance to the study presented in this thesis is that CPI rejects 
the traditional relations of power and control in the classroom, enacting new 
configurations of power and control to transformative ends. Specifically, while it 
rejects the imposition of particular beliefs, CPI does entail the use of power and 
control in order to transmit philosophical ways of engaging in pedagogy. 
Any system – closed or open – represents a form of power. Power implies 
control and manipulation, which are the fundamental characteristics of a human 
system dynamics. In the case of a community of inquiry, the only thing that can 
assure us about these dynamics is the hope that power in an open system like CPI 
will not be abused. In an open system, every element is essential for existence of the 
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whole system.  Power relations in a human ecosystem are continuously shifting and 
fluid. Lushyn and Kennedy (2003) believe that this constant reconstruction is the 
distinctive characteristic of a human system. 
What will follow in this research is a new way of describing and understanding 
the power and control relations in a community of philosophical inquiry. To 
systematically investigate the construction of community of inquiry as a curricular 
subject, this research adopts Bernstein’s sociological model of pedagogic discourse 
(Bernstein, 1990, 1996). This theory is useful because it allows the study of the 
processes and relationships within curriculum transmission at a micro level. 
All of the pedagogic activities recommended by the teachers’ manual at the 
core of this study will be analysed. This will contribute to an understanding of CPI 
pedagogy because these exercises do not feature in discussions of CPI pedagogy: the 
focus is on the dialogic moment. Yet, the manuals envision a school ‘subject’ that 
consists of more than that philosophical moment; they provide activities for training 
children in the knowledge and ways of philosophers. Deweyan thought on the 
construction of school curriculum provides insights into the rationale for this type of 
activity within school subject matter; the Bernsteinian perspective of the 
investigation reported in this thesis enables theoretical purchase on that activity. 
On the basis of Bernsteinian conceptualisation, this study distinguishes the 
special forms of classroom communication which are envisioned in the purpose-
written CPI curricular resource materials analysed here.  
2.8 P4C’S CONTRIBUTION TO MULTICULTURAL EDUCATION 
It is notable then that CPI emerged during the 1960s, a time and a space in 
which values were no longer as fixed or certain as they had been and had become 
contestable. This was a time that can be understood in Deweyan terms as a “primary 
situation” that sets off a philosophical inquiry that opens the possibility of creation of 
new values and a “world that is experienced as different” (Dewey, 1986, pp. 194-
195). 
This uncertainty of values that was experienced in the 1960s has not gone 
away; indeed, it is a key characteristic of contemporary culture. This moment, then, 
entails an atmosphere of “real and living doubt” that makes a genuine inquiry 
possible; such genuine inquiry in a social context can existentially be presented in the 
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culture. And CPI can act as a crucial model of communicative action that identifies 
the loss of value certainty – as a characteristic of democratic social phenomenon – 
and that problematizes this situation and acts as a trigger to reconstruct some 
personal and social power (Kennedy, 2012). The point here is that in democratic 
discourse the inquiry emerges to solve real ethical problems – of justice, social 
fairness, of empowerment, of basic governmentality – that arise from divergence of 
values and beliefs. Those problems are often taken as unconscious and unexamined, 
although this would not seem to be the case with immigration-themed ethical issues 
with which this study is concerned. As was noted in Chapter One, there is 
considerable discussion about multicultural problems in Australia and other liberal 
democratic 21st century societies. 
Dewey himself clearly noted that “the chief role of philosophy is to bring to 
consciousness, in an intellectualised form, or in the form of problems, the most 
important shock and inherent troubles of complex and changing societies since these 
have to do with conflicts of value” (Dewey, 1986, p.30). In other words, Dewey 
supposes that philosophy is a call for attentiveness and observing the alternatives in 
the value systems of society. 
 Due to the multicultural perspective of contemporary liberal democratic 
societies, and ongoing changing values, traditional fixed beliefs are ripe for genuine 
inquiry. In other words, existentially, the most suitable context that can burden 
Dewey’s genuine inquiry is culture. In doing so, Community of Philosophical 
Inquiry (CPI) may have a crucial role in presenting a special form of communicative 
action. The phenomenon of uncertainty of values as the initial characteristic of 
democracy for Dewey is considered not only a political phenomenon, but also a 
social and communicative one. 
In such a perspective, any school community needs to be engaged in genuine 
democratic communal practices that are considered as a sort of primitive discourse or 
as a model of an ideal speech community. In the thinking of some philosophers, this 
might be understood as the only basis for a form of moral education worthy of the 
name (Kennedy, 2012). 
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2.9 SUMMARY AND IMPLICATIONS 
This chapter has provided a review of literature on CPI. It has had two aims: 
(1) to establish a foundation of understandings for locating the findings of the present 
study; and (2) to preview the rationale for the sociological perspective taken in the 
study. With respect to the first aim, the project of Lipman and the philosophers 
inspired by him has been presented. The whole CPI process is outlined in the figure 
below: 
 
Figure 2-2: Framework for philosophical inquiry in classroom (adapted from (Cam et 
al., 2007) 
 
To elaborate, the first step of setting up a CPI classroom is to create an agenda 
for deliberate discussion, which entails preparation as a reminder of the moral values 
of philosophical discussion, reading the stimulus and sharing ideas about it and 
trying to raise philosophical subjects of interest to deliberate on. The second step 
targets the discussion itself, which entails the philosophical discussion about the 
subject. From the third step to the closing of the discussion is a call for reflective 
thinking on the process of reasoning that students undertook through the discussion 
and evaluation stages. 
 Further on in this chapter, it will be argued that investigation of the curricular 
resource potential of purpose-written materials for CPI pedagogy is overdue. 
Specifically, it has been shown that investigation of components of CPI pedagogy 
other than the moment of philosophical dialogue is required and that a Bernsteinian 
perspective is useful in this regard. In the next chapter of this thesis, that theoretical 
framework is introduced. 
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Chapter 3: A theoretical framework for studying 
CPI curricular resource materials 
As was established in the preceding chapters, this thesis examines the 
construction of ethics as curriculum subject through immigration-themed resource 
materials that have been purpose-written for CPI. Specifically, the study focuses on 
the CPI story Geraldo, and the accompanying teacher’s manual Discovering our 
voice. It asks two questions of these materials: one concerned with how teachers are 
advised to transmit the ethical content that is embedded in the manual and derived 
from the narrative; and the other looking for the philosophical understandings 
underpinning the narrative, which are developed deeply in the manual. The previous 
chapter demonstrated that these two questions can be addressed via a sociological 
perspective on the social construction of curriculum, and on the relations of power 
and control involved in the transmission of educational knowledge. The aim of the 
present chapter is to introduce that framework. 
The chapter has two main sections. The first presents the theories and the logic 
which underpin the design of school curriculum. This section also provides an 
understanding of philosophy as academic disciplinary knowledge, and makes a 
distinction between that and what is called philosophy in the school subject matter 
that is found in CPI. The second section of the chapter introduces the Bernsteinian 
sociological concepts used in the study. This theory enables understanding of the 
social processes by which knowledge is transmitted in formal schooling. The 
application of this theory to CPI is specified as the theory is introduced. This 
provides a conceptual modelling of the problem investigated in this study, enabling a 
theoretically coherent response to the research problem and questions investigated in 
the study.  
3.1 WHAT IS CURRICULUM? 
Several concepts about curriculum are useful in this study. These include: (1) 
the distinction and relations between a school subject, in this case, philosophy for 
children, and its related academic discipline, academic philosophy; (2) a 
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comprehensive definition of curriculum that enables delicate description of the 
documents to be analysed in this study; and (3) an understanding of how curriculum 
is designed and to what end it is designed. Each of these three concepts is addressed 
in turn in what follows.  
3.1.1 School subject and academic discipline 
In the sociological perspective I adopt here, the formation of school subjects 
needs to be considered as a set of curriculum questions, not disciplinary questions. 
As was flagged earlier in this thesis, Dewey (1902) understood a school subject in 
terms of the intellectual and cognate substance of curriculum, not that of the 
academic discipline which might have influenced a given school subject. Indeed, 
subjects may exist that have little if any relationship with academic disciplines. In 
short, an academic discipline and a school subject are different sociological 
phenomena, although they may be related, as is the case with CPI and academic 
philosophy. 
To elaborate, there may be some connections between the subject and the 
academic discipline, but the two are not the same. While school subjects may reflect 
specific versions of related disciplines, this relationship is not a straightforward one. 
Rather, the creation of a school subject may entail a motivated selection from 
intellectual, scientific and aesthetic paradigms within a traditional field of knowledge 
or academic discipline (Stengel, 1997). In other words, interest is always at play in 
the constitution of the content of a school subject. This is a general principle; it 
applies not only to subjects that are related to academic disciplines, but also to 
subjects which involve selection from the different approaches in a practical field of 
applied skills and practices; for example, the school subject of manual arts, which is 
related to the real world practice of carpentry (Bernstein, 1996).  
To elaborate, Aristotle established that disciplines are built to speak of 
scientific and cultural issues and explain a specific domain in any field of 
knowledge. Hence, they demand specific epistemological positions, appropriate 
principles and related procedural and research methods initiating their goals and aims 
(Mckeon, Owen, & Makeon, 2001). Further, they have a special taxonomy, particular 
spoken and written genres, purposeful logical discourses, and ways of representing 
the world (Luke, Woods, & Weir, 2012). In contrast, a school subject occurs in a 
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distinctive educational context where particular social, cultural and educational 
interests inform the aims that are pursued (Dewey, 1902). Further, a school subject 
establishes grounds and direction for social interactions and knowledge-making 
interactions between teacher and student in educational settings such as classrooms.  
The relationship between school subject and academic discipline is complex. It 
may take one of at least six forms (Stengel, 1997). Specifically, subject and 
discipline may be: (1) essentially continuous; (2) basically discontinuous; or (3) 
different from each other, but related in three ways – (4) the academic discipline 
precedes the school subject; or (5) the school subject precedes the academic 
discipline, or (6) the relation between two is dialectic (Stengel, 1997, p. 587). The 
notion that subject and discipline are different but somewhat related frees the school 
subject from the discipline. This kind of freedom gives space for attention to 
students’ needs and interests. In mentioning these three types of relationship between 
school subject and academic discipline, Dewey (1938) introduced a new way to 
understand the relation between school subject and academic discipline.  
Dewey (1938) believed that the purpose of traditional education is 
development towards the subject matter, which has its logical structure in its initial 
academic discipline. The subject-matter of education consists of bodies of knowledge 
and information and the skills which have been worked out in the past. But the 
progressive education which Dewey aimed at, is to overcome the gap between the 
adult products of subject-matter and experience and abilities and existing capacities 
of the young and next generation (Dewey, 1938).  
In his view, life experiences are the driving force and the source of logical 
achievement of the disciplines, and curriculum needs to be constructed around this 
idea. The task of the teacher is transformation of the students’ environment in a way 
that affects the experience, enabling the student to come to the already known 
(Stengel, 1997). Three basic aspects of subject matter can be identified in Dewey’s 
configuration; first, subject matter should be derived from the ordinary experience of 
the learner. Second, subject matter needs to be selected and formulated in a way that 
certifies “the progressive development of what is already experienced into a fuller 
and richer and also more organized form” (Dewey, 1938/1998, pp. 86-87). Third, the 
selection and organization of subject matter need to reflect the nature of society in 
and out of school (Dewey, 1938/1998). Given these three principles, community life, 
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social relations and everyday problems can be viewed as organizing principles for 
school curriculum (Dewey, 1902/1990). This sheds light on the potential work of 
ethical education in linguistically and culturally diverse schools that make use of 
immigration-themed CPI curricular resource materials: to reiterate, the aim is to form 
children as ethical thinkers, not to teach the discipline of philosophy. 
In formulating CPI, Lipman overtly considered Dewey’s criteria for shaping 
subject matter. This produced a school subject that introduces philosophy in terms of 
a public call for truth telling within a collaborative epistemological, ontological, 
aesthetic, ethical and moral inquiry or a social problem-solving gathering in public 
schools. In other words, CPI should be understood as a school subject matter rather 
than academic discipline subject matter (Kennedy, 2012). Bernstein’s (1996) 
sociological perspective provides delicate tools for investigating the potential of 
purpose-written CPI materials in this regard. 
3.1.2 Curriculum and school subject 
 Curriculum can be understood as the total resources that are applied by 
teachers and students in any educational community or environment. These resources 
can be intellectual, scientific, linguistic, textbook, official or unofficial resources. In 
Bernstein’s words, curriculum is the cultural and scientific “stuff” of education 
which is “transmitted” by the message systems of instruction and assessment (Luke 
et al., 2012). 
Hence, designing the curriculum entails normative selection, classification and 
framing of knowledge from the human knowledge archive. Here, as Apple (1978) 
declares, is a site of “selective traditions” of human knowledge and wisdom to be 
taught through curriculum content as syllabus documents. At the present time, the 
design of curriculum tends to reflect four various ideologies that serve the aims of 
mass schooling aims in liberal democratic societies. As Deng (2012) suggests, these 
four areas are as follows: 
Academic rationalism:  The academic rationalists believe that the primary 
purpose of schooling is intellectual development through introducing students to 
different bodies of knowledge, techniques and skills embedded in various academic 
disciplines.  
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Humanism:  The liberal humanist approach to curriculum regards learners as 
the central factor in determining what counts as subject matter. Hence, it asks for 
schooling to foster children’s potential, which leads to self-actualization. 
Social efficiency: Social efficiency theorists argue that training children to 
become contributing members of their society is the aim of schooling. 
Social Reconstructionism: For social reconstructionist ideologists, education in 
school systems is an instrument targeting social problems like inequalities, 
discrimination and poverty, and enhancing social reform and reconstruction.    
The social reconstructivist view is at work in this thesis. CPI is reviewed as an 
instrument of a critical multiculturalism by which cultural relations might be 
transformed in linguistically and culturally diverse Australia. 
3.2 CPI AS SCHOOL SUBJECT 
Since Lipman developed CPI according to Dewey’s idea of transforming the 
subject matter of the discipline, then it is important here to deliver his ideas clearly. 
To explain the transformation of the subject matter from its initial discipline in order 
to create a school subject is a complex curricular task that Dewey explains in terms 
of his idea of “psychologising” the subject matter. 
Dewey’s idea of psychologising the subject matter emerged as an effort to 
overcome the dualism between the child as “an immature, undeveloped being” and  
the curriculum as “certain social aims, meanings, values incarnate in the matured 
experience of the adult” in America (Dewey, 1902/1990, p.182). Dewey’s solution 
for filling the gap between the child’s “self-explanatory and self-contained” notion of 
experience and the notion of discipline as “something fixed and ready-made, outside 
the child’s experience” was to relate the subject matter and the experience of the 
child in a creative way (Deng, 2007). 
Academic disciplines are special forms of human experience in completion. 
The discipline is the embodiment of the collective outcomes of human efforts, the 
successes and strivings of generation after generation. The academic discipline 
provides a kind of end point of instruction because it “represents the possibilities of 
development inherent in the child’s immediate crude experience” (Dewey, 
1902/1990, p.190). At the same time, however, all the elements of disciplinary 
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knowledge are assumed to have been “stirring” in the child’s experience before their 
entry into the academic discipline. Hence, the disciplinary subject matter and the 
child are merely two limits of the same process of curriculum and instruction. 
Working with this idea, the crucial task of the educator is to develop the curriculum 
in a way that can bridge these two limits. Accordingly, curriculum entails continuous 
reconstruction and moving from the child’s present experience out into what is 
presented by the organized bodies of truth that are called studies (Dewey, 1902/1990, 
189).  
Creating this curriculum requires psychologising the subject matter; that is, 
“reinstating” and “restoring” the disciplinary subject matter into a special form of 
experience for the learner. This special form of experience is found in the school 
subject matter (Dewey, 1902). So any kind of disciplinary knowledge must be 
derived from materials that at the outset belong to ordinary experience. School 
subject matter needs to be selected and formulated in a way that ensures “the 
progressive development of what is already experienced into fuller and richer and 
also more organized form” (p.87). Dewey regards transformation as a basically 
curricular task, but for him it is the experience of the learner that is regarded as the 
source of school subject matter, not the disciplinary subject matter.  
Creating school subject matter entails ways of classifying, framing and 
conceiving knowledge in terms of epistemologies, discourse theories and sociologies 
of knowledge. Since curriculum construction is not a value-free task, it reflects 
power relations that are implicated in the process of social reproduction (Bernstein, 
1971). From this perspective, the academic discipline contributes in framing the 
school subject, but it makes a contribution to regenerating the existing social order 
and the continuation of values and interests of the socially dominant (Apple, 1990). 
Critical multiculturalism seeks to intervene in these reproductive curricular 
dynamics. To provide terms for understanding how such an intervention through 
immigration-themed CPI materials might work, I now introduce some concepts 
drawn from the sociological theory of Basil Bernstein.  
3.3 BERNSTEINIAN UNDERSTANDINGS OF PEDAGOGIC DISCOURSE 
 
According to Bernstein (1996), “pedagogic discourse selects and creates 
specialized pedagogic subjects through its contexts and content” (p.46). in other 
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words, pedagogic discourse are those rules and the tradition by which subjects as 
knowledge are chosen to be transmitted from the original site of their production to 
the educational site as school subject matter. 
The Bernsteinian framework is useful given the point made earlier, specifically 
that a school subject (in this case, ethics) is different from practices outside the 
school (in this case, philosophers’ practices). In Bernsteinian terms, pedagogic 
discourse rests on a recontextualizing principle which “appropriates, relocates, 
refocuses and relates other discourses” to construct its own order (Bernstein, 1996, 
p.47). Pedagogic discourse is the principle by which the discourses of intellectual 
communities – for example, those of philosophers – are selected and turned into 
school subjects. The point here is that no field of knowledge as a discourse is 
identical to the related discourses transmitted in education. Pedagogic discourse is a 
principle for transformation and reordering of discourses to create school subjects. In 
this process, specific discourses like ethics and philosophy are taken from their own 
site of effectiveness (intellectual philosophy) and then relocated to a pedagogic site, 
here philosophy for children taught in school. In Bernstein’s words, by moving a 
discourse from its original site to the new position as pedagogic discourse, a 
transformation takes place. In this movement, ideology appears and transforms the 
actual discourse or unmediated discourse into a mediated, virtual and imaginary 
pedagogic discourse. Such transformation never happens without ideology playing a 
role (Bernstein, 1996). 
According to the Bernsteinian framework, there is a sharp distinction between 
the structure of the school subject “ethics” that is taught in the community of inquiry 
and “Ethics” as a philosophical understanding of morality explored in intellectual 
communities. Thus, Ethics as the knowledge of morality, which is regarded as 
unmediated and original discourse, is recontextualised to ethics as pedagogic 
discourse in a community of inquiry.   
Bernstein describes ordering and disordering principles for the pedagogising of 
knowledge (Singh, 2001). In Bernsteinian terms, specialist knowledge (academic 
knowledge) is encoded in highly complex symbolic forms which need to be decoded 
or translated (pedagogised) in order to be accessible for those who are outside of the 
specialist domain (Singh, 2001). Bernstein’s theory of the pedagogic device is a 
significant tool for analysing production and reproduction of knowledge through 
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official schooling systems (Singh, 2001). The pedagogic device provides principles 
for acquiring school knowledge through various interrelated rules. 
Recontextualisation rules regulate the formation of specific pedagogic 
discourse. These rules are for “delocating a discourse”, for “relocating it” or for 
“refocusing it” (Bernstein, 1996, p. 47). Hence, through recontextualisation a 
discourse is moved from its original site of production to another site which is 
modified and is related to other discourses (Singh, 2001). 
Bernstein used the term “pedagogic discourse” to describe the set of rules or 
principles for producing different pedagogic texts/practices. Pedagogic discourse is a 
recontextualizing principle for setting in and relating two discourses, a discourse of 
competence (discipline knowledge) and the discourse of social order. The term 
Instructional Discourse (ID) refers to the rules generating the “trained capacities and 
lifestyle” (competences) to be distributed to the school population (Singh, 2001, p.5). 
Regulative Discourse (RD) refers to the rules setting the orders within the 
instructional discourse, establishing internal order for the transmission of these 
competences (Singh, 2001). According to Singh, all pedagogic discourses generate 
moral regulation of social relations of transmission and acquisition, which is 
appropriate conduct and manner in the classroom. The moral order of the classroom 
is a necessary condition for transmission of instructional discourses. 
ID refers to discourse that creates specific skills of different kinds and their 
relationship to each other. Here I will briefly describe the four components of ID 
with examples drawn from this research topic: 
• Selection of content: Different contents of normative ethics like 
deontological ethics, ethics of consequentialism, and virtue ethics are 
selected to create the school subject. These ethical contents are introduced 
in the next chapter of this thesis. 
• Sequence of content: The selected deontology, virtue and consequential 
ethics are put into a sequence of content for children to study. 
• Pace of content: In any one teaching period, children are expected to cover 
a certain amount of content, in this case ethics. 
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• Criteria: This refers to the criteria of assessment, that is, to what counts as 
good performance in a community of inquiry classroom.  
In the case of ethics education through CPI, the ID would be philosophy and 
ethics. The ID for ethical education is recontextualised from the knowledge of 
traditional ethics schools and ID for philosophy is recontextualised philosophy from 
the academic site to deliver as a school subject. In what follows, the study provides 
an insight into traditional ethics and the normative ethical approach.    
3.4 ID: ETHICS AS THE DISCOURSE INSTRUCTED THROUGH CPI 
 The idea of doing philosophy with children is entwined with interest in 
teaching children how to think logically. Ethics is one of the main braches of 
philosophy, alongside logic, metaphysics, and epistemology. In fact, ethics is the 
philosophical study of morality. “Ethics” refers to a body of theoretical study which 
tries to make sense of all issues relating to and resulting from the principles of moral 
values by which people interact with each other and organize their lives (Tait, 2010). 
An ethical theory isn’t necessarily designed to guide moral decision-making in 
difficult cases. In the first place, it attempts to organize and explain common ethical 
opinions. As theory is a systematic body of thought, it starts with very general 
principles like rules or personal obligations that provide reasons for particular moral 
actions.  
The term “ethics” is commonly used interchangeably with the term “morality”. 
The general study of goodness and of right action constitutes the business of ethics. 
The essential question of ethics is what ends we ought to choose and what moral 
principles should govern our choices and pursuits as fully rational human beings. The 
structural differences among systems of ethics reveal different answers to these 
questions. Naturally, all of us seek for a good life, so we answer moral questions in 
either two ways; whether they entail components of a good life or they are good 
things in themselves.  
Ethics has three major fields. The first, ‘meta-ethics’, points to the nature of 
ethical reasoning and tries to declare what constitutes the substance of a moral point 
of view. The second, ‘normative ethics’, is concerned with the dominant three 
templates by which our moral reasoning is organised. The third, ‘practical ethics’, 
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seeks to find proper solutions for moral dilemmas that occur in our daily life, and 
implies the ideas of the two aforementioned elements (Tait, 2010). The majority of 
work within the philosophy of ethics is dedicated to finding a way to live a better 
life. Ethical theories can be shown as below: 
 
Figure 3-1: Ethical theories 
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Meta-ethics is study of the nature of moral claims. According to Cam (2012), 
meta-ethics examines the bases of morality, our claims to moral knowledge and the 
meaning of moral language. Below are the questions that are asked in the meta-ethics 
domain. These questions reflect the very nature of moral claims that are not self-
evident.   
• What is the ultimate source of morality and moral claims? 
• How can we achieve moral knowledge? From where do “right” and 
“wrong” descend? 
• Under what conditions are people responsible for their action?                                                                                                                              
Practical ethics or applied ethics is the philosophical study of moral standpoints 
on issues in public or private that are matters of moral judgements. Therefore, it 
philosophically examines morally correct actions in face of everyday human life 
issues. 
In contrast, normative ethics is concerned with the articulation and justification 
of the fundamental basis of how we should live. Therefore, normative ethics is an 
extensive field that deals with the content of moral behaviour. That means, normative 
ethics seeks to understand the code of conduct and certain action guides which lead 
to a good life (Tait, 2010). 
3.4.1 Systems of normative ethics 
Normative ethics seeks to set norms or standards for human conduct. Coding 
human conduct requires us to theorize what we ought to do to have a good life. So 
the crucial question of normative ethics is how we should judge human actions. 
Human actions can be judged solely on the basis of their consequences, or judged 
according to the conformity of the actions with a certain rule. In order to investigate 
ethics teaching pedagogy, we need to know more about ethics as discipline 
knowledge of philosophy. The following section will present an overview of 
different approaches in ethics and morality. Since any reaction to an ethical impasse 
in society reflects the participants’ specific attitudes towards ethical principles, then 
each type of judgement of human conduct leads us to a certain standpoints. Then, 
knowing more about the variety of perceptions of moral dilemmas can lead us to take 
a better approach in dealing with moral issues. There are four branches in normative 
ethics, which are: consequential ethics, deontological ethics, virtue ethics and care 
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ethics. Each of these branches is now addressed in turn. Any of these approaches can 
underpin ethics as curricular subject matters. 
Briefly, Consequential ethics or ethics of utilitarianism, suggests that 
normative properties depend only on the consequences of any task. This means that 
the moral rightness of acts only depends on the consequences of that act or on 
something related to that act such as motives behind that act or general rules 
demanding doing that kind of act (Sinnott-Armstrong, 2009). Classic 
consequentialism reduces all morally relevant factors to consequences and may 
appear simple, but actually is a complex combination of different claims about the 
moral rightness of an act. The main supporters of classic utilitarianism are Jeremy 
Bentham (1789) and John Stewart Mill (1861). 
Consequentialism also can be categorized into two main branches: act 
utilitarianism and rule utilitarianism. Act utilitarianism holds that the morally right 
action is the one that in the existing situation will yield the highest mathematical 
expected social utility. Although all utilitarian definitions reduce to a basic principle 
of social utility, we should be careful about defining the principle of social utility 
itself. Rule utilitarianism holds that morally right action is simply an action which is 
more compatible to the correct moral rule that is applicable to the situation. In this 
sense, it is the morally correct rule itself that is of most importance. The correct 
moral rule is that special behavioural rule that provides the highest expected social 
utility, in a case followed by all morally motivated people in the same situation. 
But when designing curricular material – purpose-written or children’s 
literature – for the purpose of ethics education in an multicultural educational 
context, the utility of adapting utilitarian principles should be considered. According 
to rule utilitarianism, because we should give equal considerations to individual 
utilities, utilitarian moral decision makers often defer to the social traditions that 
already exist in that social environment. What is problematic in a diverse society is 
that there are no prior moral codes that serve the existing diversity. That answer 
sounds a kind of reflection on common sense morality and grasping deontological 
moral components (Railton, 1984). As Alexander & Moore (2012) stated, all 
consequentialist “defensive maneuvers” regard their attempt to imitate the intuitive 
aspect of a non-consequentialist, deontological approach to morality (Alexander & 
Moore, 2012, p. 3). 
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The second normative ethical approach that can be selected as an embedded ID 
for CPI discussions, or as an ID underpinning the written materials for CPI, is the 
Ethics of Deontology. Generally speaking, moral theories that judge human actions 
according to their compatibility with a set of rules are distinguished as 
“deontological” theories. The term deontology is derived from the Greek words for 
“duty” (deon) and “study” or “science of” (logos). Deontological theories belong in 
the domain of moral philosophy, which guides and assesses human choices or what 
we ought to do, unlike virtue theories, which fall within the domain of guiding and 
assessing human character in terms of what kind of person we ought to be.  
Deontological theories are best understood in opposition to consequentialism. 
With a deontological model, independently established moral laws, principles or 
duties dictate to us how we should conduct ourselves (Cam, 2012). Kant, the German 
philosopher and the founder of deontology, argued that moral requirements are based 
on some rational standards. Therefore, acting immoral is taken as a violation of 
rational standards and it is also irrational. These rational standards are known as the 
“categorical imperative”. Since moral law applies for all human and in all times it is 
categorical and it is imperative. Moral laws are “categorical”, which means they can 
be applied in all situations, and they are “imperative”, which means they are 
commanding and therefore absolutely authoritative.  
Deontological moral action guidelines according to Kantian CI moral 
principles would be as follows: 
• Some choices cannot be justified by their effects, regardless of how great 
their consequences, so those choices are morally forbidden. 
• Agents cannot take certain wrongful choices even though their choices 
reduce the chance of more wrong choices by others. 
• What makes any choices right is the conformity with a moral norm; these 
moral norms are to be obeyed by moral agents. However, this norm 
keeping is not to be maximized by each agent. 
• Right in a deontological view has priority over Good. If an act is not in 
accord with the Right it will not be undertaken irrespectiveof the Good it 
may produce.  
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• The rightness of an action which provides permission to act and not 
obligation, turns on whether it represents certain moral norms. Such 
actions are permitted. 
• Strongly permitted actions include both actions one is obligated to do and 
also the actions one is not obligated to do (Alexander & Moore, 2012). 
Bringing a deontological perspective to morality in diverse societies and 
scaffolding on the points that have been already mentioned; means that as long as 
moral duties are rooted in practical reason of being human, they may apply in any 
human societies. Being good according to Kant is having a good will. This is the 
good will which makes us act according to our moral duties. Also recalling the idea 
of “Humanity” in Kant’s view, it seems that a deontological version of morality may 
aptly have more chance to be addressed in a diverse society. 
Virtue ethics, the dominant approach in Western moral philosophy until the 
Enlightenment, was largely forgotten throughout the nineteenth century, and re-
emerged in the late 1950s in Anglo-American philosophy in the work of Anscombe 
(1958) as a call for an explanation of what a human action is and how its description 
is affected by outside motives and intentions of the action. Traditionally, the main 
subjects reflected on in virtue ethics were virtue itself, motives and moral character, 
moral education, moral wisdom or judgment, friendship and family relationships, and 
the concept of happiness. Its fundamental questions related to the idea of what sort of 
person I should be and how I should live (Hursthouse, 2009).  
Virtue ethics initially focuses on virtues, or moral character. This is a point of 
contrast to both the deontological approach, which emphasizes duties and rules, and 
utilitarianism, which emphasizes the consequences of actions (Hursthouse, 2001). 
Deontology and consequentialism are theories of evaluation and deliberation 
(Haldane, 1999). Deontology is an account of the proper objects of assessment and 
consequentialism/utilitarianism looks for the appropriate form of justification. 
Hence, they do not speak of the question of the meta-physical status of value and 
requirement. Any moral theory needs supplementation by meta-ethics, and if this is 
forgotten, it is impossible to overlook the difficulties in making a satisfactory 
account of the position of value and requirement. Virtue ethics aims to respond to the 
question “How should we live?” Given this, it avoids the isolation of moral thinking 
and stays away from partitioning off certain behaviour as “moral”; hence, it takes a 
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broader view that is concerned with the “goodness” of our overall lives (Haldane, 
1999). 
As long as being a good human has a central position in morality, and also 
virtue plays a key role in this area, then becoming  properly virtuous can be 
understood as becoming properly human. Thus from this perspective, virtue ethicists 
claim that virtue ethics has strong appeal in moral education. The general point of 
education is to create well-rounded learners who attain abilities to make evaluative 
distinctions; therefore, the education process can be regarded as making virtuous 
humans. The virtue approach to moral education entails extensive appreciation of the 
philosophical status and logical character of the associated philosophical perspective 
of “virtue ethics” (Steutel, 1997). The principal criterion of a virtue approach to 
moral education is concern with the promotion of virtues. Accordingly, a conception 
of moral education is a virtue approach if, and only if, the traits of character that are 
regarded as educational aims are founded in an ethics of virtue (Steutel, 1997). 
The specific point about moral virtues is that although moral virtues mostly 
have a socially-implied nature, it is clear that they operate at a much more 
fundamental level of human life, experience and interpersonal dealings that can be 
affected by particular religious, political or cultural creeds. Even though we live as 
human beings in diverse societies, we all share a common nature that inclines us to 
search for similar applications of a happy life. However, the nature and value of 
some virtues may differ in different societies and circumstances (Carr & Steutel, 
1999). But, a pluralistic perspective in a multicultural society would suggest that, 
although there are multiple ways in which persons organize their lives, cross-cultural 
dialogue is possible (Merry & de Ruyter, 2011). 
The fourth and final approach of normative ethics is Care ethics. The ethics of 
care emerged out of feminist concerns about care and caring labour with the work of 
Sara Ruddick (Ruddick, 1989) Carol Gilligan (Gilligan, 1988) and Nel Noddings 
(2002). As a system of normative ethics, alongside deontology, utilitarianism and 
virtue ethics, ethics of care arose as a substitute for former normative types that 
neglect some considerations of moralities that were not considered central to 
morality, like concepts of justice, rights, utility and preference satisfaction. In fact, as 
Held suggested, ethics of care is based on a universal experience, which is the 
experience of having been cared for. 
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According to Held (2005), ethics of care has five main features: 
Firstly, the central focus of ethics of care is meeting the demands of the moral 
needs of particular ones for whom we have taken responsibility. It critiques the other 
approaches of normative ethics, which portrayed moral rules applicable for an 
independent, autonomous and rational individual and failed to observe the reality of 
human dependence and setting a morality to call this dependency. 
Secondly, epistemologically ethics of care values emotions instead of 
neglecting them. Emotions like sympathy, sensitivity and responsiveness are those 
emotions that nurture and help reason to implement the commands of morality (Held, 
2005). Emotion, as Nussbaum (1992) believes, is a kind of thinking. But we should 
reflect on and educate about the effect of feelings on reasoning. Relying just on 
rationalistic induction and deduction of other moral inquiries seems to be deficient in 
a care perspective.  
Thirdly, ethics of care rejects the idea of dominant normative approaches that 
insist merely on abstract reasoning reducing the risk of any bias and uncertainty. The 
call for universal moral laws would never work for care ethicists.  Instead, the caring 
approach to morality respects some particular perceptions of those whom we share 
our relationships with. Care ethicists believe that moral understanding would be 
increased by “attention, contextual and narrative appreciation, and communication in 
the event of moral deliberation” and avoiding to take approaches which seek for 
generality through abstraction (Walker, 1989).  
Fourthly, care ethicists reconceptualize the traditional concepts of ‘public’ and 
‘private’. They claim that dominant moral theories are applicable to public domains 
but neglect the importance of private domains of family and friendship. Assuming 
unrelated, independent and mutual/rational individuals when theorizing on moral 
rules led to ignoring the fact that moral issues mostly emerge in relationships in 
family, friendship and social context. It seems that giving weight to important 
aspects such as gender, race, religion, culture and nationality in care ethics can 
contribute to moral understanding (Held, 2005). 
The fifth characteristic of care ethics is based on care ethicists’ perceptions of 
the person. In the care ethicist’s view, the person is regarded as morally and 
epistemologically relational and interdependent. The care ethicist believes that 
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relationships partially constitute our identity, and that autonomy is the ability to 
reshape and nurture new relationships (Held, 2005). Ethics of care is a call for 
attentiveness, trust, being responsive to needs concerning narrative distinctions and 
promoting caring relations.  
Generally, care ethics provokes the moral significance of basic elements of 
relationships and dependencies in human life. Normatively, care ethics looks for 
maintaining relationships by developing and conceptualizing care-givers and care-
receivers in social life. That is why typically it is counted as synonymous with 
feminist ethics, which relates to motherhood. But if care can be identified by its sub-
elements according to what Tronto (1994) suggested, then this ethics is widely 
admitted in a variety of cultures and cares exceeds beyond family and domestic 
borders. Those sub elements of Tronto are (1) attentiveness (that is being aware of 
need), (2) responsibility (that is willing to respond to that need), (3) competence 
(which is skill in providing good care to that need), and; (4) responsiveness (which is 
being aware of potential abuses may be in care), In other words, care in this approach 
is regarded as any kind of activity that maintains, contains and repairs our ‘world’ in 
such a way that we can inhabit it as well is humanly as possible (p. 126-136). It is 
notable that such approach to care may emerge from various philosophical world-
views other than feminist philosophy. The next part of this chapter entails an 
overview of such philosophy.     
 Putting the typology of normative ethical knowledge as ethical content of 
curricular material, in Bernsteinian terms, this is the knowledge that is selected, 
sequenced, paced and evaluated through the instructional discourse. But there is 
another discourse in pedagogy, a discourse in which ID is embedded, that is: 
Regulative Discourse (RD). It is through RD that the rules for selecting the content 
of ID, sequencing and pacing that content, and the criteria for evaluating the 
acquisition of such are all activated. In other words, RD refers to the rules setting the 
orders within the instructional discourse, the established internal order for 
transmission of competences within the ID. This content will contribute to nuanced 
analyses of the construction of CPI as a school subject through immigration-themed 
curricular resource materials. It is therefore elaborated in the next section. 
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3.5 RD: THE MORAL DISCOURSE REGULATED IN CPI CLASSROOM 
Regulative discourse (RD) is the moral discourse that creates social order, 
relations within the transmission and also the identity of transmission and acquisition 
which is appropriate conduct and manner in the classroom (Singh, 2001). Put another 
way, regulative discourse is the pedagogic process of transmission of specific 
knowledge. The pedagogic process must be seen in terms of the relationship between 
a ‘transmitter’ (e.g. teacher) and an ‘acquirer’ (e.g. pupil) (Moore, 2013). This 
concept gives purchase on models of curriculum as a subject to be transmitted, the 
model of the transmission method (pedagogy), and the criteria of successful 
transmission.   
The concepts of ID and RD are useful for researching the process of teaching 
ethics in the community of inquiry. RD provides a representation of social structure 
within the micro dynamic of the classroom itself and its interactional processes 
(Moore, 2013, p. 81).  Then this social order is modelled in two categories: (1) model 
of the subject; which are the rules that activates the rules of selecting, sequencing, 
pacing and evaluating within ID; and (2) model of transmitter, acquirer, and the 
relation between them.  
Through this lens, these two main elements of RD in CPI are explored in what 
follows. 
3.5.1 Model of the subject 
 In this study, the model of the subject refers to the traditional knowledge of 
normative ethics of utilitarianism, deontology, virtue ethics and the ethics of care, 
which should be transmitted as curriculum subject matter. Such a model can be 
found in Discovering our voice, the manual, which legitimises what counts as 
specific philosophical approach infused by Geraldo the narrative that is to be 
selected for transmission in CPI classroom. To elaborate, the knowledge which 
regulates the model of the subject is drawn from the normative selections of ethics 
and legitimizes a specific notion of philosophy embedded in the narrative.  
The typology of normative ethics has been explored earlier in this chapter. 
Here the philosophy that is legitimated in the manual, as the philosophical plot of the 
narrative is presented. In the early stages of analysing the narrative, on the first page 
of the story, a specific term is used to describe Geraldo’s situation as he moves to a 
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new country. This term is ‘thrown up’. It explicitly is implied in the narrative as the 
signpost to one of the well-known modern continental philosophies, Heideggerian 
existential philosophy. Thrown-ness in existential philosophy indicates that our 
individual existence is being thrown in to this world. So, it seems that the philosophy 
underpinning Geraldo is Heideggerian existential philosophy.  
Having an overview of this philosophy can aid in understanding the ethics and 
philosophy underpinning the immigration-themed curricular material of P4C. If the 
story Geraldo is to be used productively, then it should be approached within the 
philosophical context that has created it. Through that philosophy, each piece of the 
narrative is meaningful and together they lead to a meaningful ending.  An overview 
of Heideggerian existential philosophy will provide a sound understanding of the 
world of Geraldo that children are expected to explore through CPI.   
3.5.2 The philosophical plot of Geraldo 
Martin Heidegger (1889-1976), a German philosopher whose works are 
connected to phenomenology and existential philosophy, created specific 
terminology to describe his philosophy. The term ‘thrown up’ that is explicitly used 
in the narrative refers to ‘thrownness’ in Heideggerian philosophy. According to 
Heidegger, the human being’s existence is a distinctive mode of being that he calls 
Dasein. Phenomenologically, Dasein is understood as Being-in-the-world. So a 
human being is a social being, and to exist is to encounter other entities. Dwelling in 
the world of Dasein is not just living somewhere; dwelling is belonging to this world, 
and the world is a familiar place. 
Dasein should not be observed as ‘the biological human being’, nor as ‘the 
person’. As Haugeland suggests, Dasein is “a way of life” shared by the members of 
a community (Haugeland, 2005). There are some special aspects about understanding 
human being as Dasein:  
(a) human beings alone do everyday activities with an understanding of Being; 
(b) humans can reflect upon what it means to be that being.  Heidegger 
believes, “Dasein is ontically that means in its factual existence, distinguished by the 
fact that, in its very Being, that Being is an issue for it” (Being and Time, p. 32). 
Dasein existentially can be understood in terms of the three notions of 
thrownness, projection, and fallen-ness.  Dasein finds itself as being thrown into the 
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world and that thrownness cannot be undone. Dasein encounters every situation in 
the position that it has been thrown into. Although Dasein is not responsible for the 
position that it had been thrown into, it encounters a variety of possibilities for 
acting; it is responsible for projecting itself to these possibilities. Therefore, Dasein 
represents itself as a subtle balance of determination (thrownness) and freedom 
(projection) (Wheeler, 2011). The variety of possibilities that Dasein encounters are 
embedded in culturally conditioned ways in the world which Dasein inhabits.   
 Dasein entails some facticity that is beyond its any control. Facticity is all 
those properties that another person can identify about me: natural properties like 
weight, height and skin colour; social facts like race, class, and nationality; 
psychological properties like my belief, desire and character traits; and historical 
facts like family background and so on.  
Dasein, with all this facticity, is thrown into a pre-existing world of culturally 
conditioned possibilities. Even Dasein’s intelligibility has a historical origin and is 
developed through history: concepts, practices, and values. So in any encounter, 
Dasein brings its heritage (past) to the present, which is a set of possibilities for 
making and defining future achievements. That is why Dasein in each moment of his 
life is a being-ahead-of itself heading towards a realm of possibilities (Riley, 2011). 
In this sense Dasein’s identity is partly defined by cultural factors and partly by its 
facticity and thrownness, and partly is shaping out of the choices it makes in the face 
of everyday possibilities. 
The ontological structural whole of Dasein, which is temporal, is known as 
Care in Heideggerian philosophy. Care is the configuration of how we face the 
temporality of the world. Care has three temporal dimensions: past 
(thrownness/disposed-ness), future (projection/understanding), and present (fallen-
ness/ fascination) (Wheeler, 2011). 
This structural whole is presented in figure 3-3 below: 
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Figure 3-2: Dasein (adapted from dtv-Atlas Philosophie, 2011, p.206) 
 
Figure 3-3 represents the phenomenon of Care as existential totality of 
Dasein’s ontological structural whole. At the centre of the totality of Care is Dasein 
as a Being-in-the-world which has been thrown into the world in which Dasein is 
dwelling. As the figure declares, the a priori condition of Dasein is its thrownness. In 
its deep ontological structure of human being, at each moment in life Dasein creates 
a branch-point at which a person “chooses” a kind of life, a possible way to be 
(Wheeler, 2011).  He or she may simply choose and continue without consideration 
an existing path, but still once they had the capacity to take a different path within 
definite limits which gives us a sense of human freedom. 
Things in this figure represent the entities that Dasein operates with in the 
world according to its capacity to take-other-beings-as. It is an essential 
characteristic of human beings given the a priori existential constitution of our 
structure that we act with the sense-making (meaning-making) capacity to take-
other-being-as (Wheeler, 2011).  
It is with fallen-ness that Dasein is fascinated by the world it has been thrown 
into. Therefore, fallen-ness is the desire to and the interest in becoming absorbed into 
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the “They”. Dasein in its authentic self and also Dasein as Being-with-others all are 
operating in the present time. Dasein in its everydayness is the-Being-with.  The 
‘Others’ in Being-with-one-another, does not mean everyone else but me, but is the 
neuter, the ‘they’. 
Existentiality means that Dasein is a potentiality-for-being and it projects its 
being through a variety of possibilities; this Existence represents the phenomenon of 
future; and Care is the framework in which Dasein understands the temporality of 
the world. Dasein itself is fascinated by this world so it cares for it. It is within this 
ontological structure that Dasein existentially is going-to-be-open. (Wheeler, 2011) 
Heideggerian existential philosophy insisted that all choices are situated and all 
situations involve choices and human beings can choose to live authentically or in-
authentically in ‘bad faith’ (Brown, 2013). Such a perspective observes the human 
being as a free entity that has a will to choose and act; that is, they are responsible for 
what they have chosen and what they have done.  
Since the manual Discovering our voice explicitly named Heideggerian 
philosophy and the notion of ‘thrownness’ in its first chapter, it can be assumed that 
the underpinning philosophy of the narrative is existential philosophy. Putting this in 
Bernsteinian words, it is existential philosophy that is counted as a model of the 
subject that is legitimised as philosophical knowledge or philosophical vision to be 
transmitted through CPI.  
In the normative typology of ethics, it is the care ethics approach that insists on 
developing and maintaining the attentiveness, responsibility, competence and 
responsiveness of humans in a social context. As mentioned earlier, these 
characteristics can be fed by philosophies other than feminist perspectives. Referring 
to the Heideggerian existential structural whole and phenomenological position of 
Dasein in that whole, such an overview leads to an ethics with the same demands of 
care ethics. The following section discusses an existential care ethics that can emerge 
from existential philosophy.     
3.5.3 Existential Care ethics 
To understand existential ethics we need first to have an adequate ontological 
understanding of Dasein’s general mode of Being. Hatab (2000) suggests that with a 
normative perspective on ethics, we cannot pay proper attention to our being-ethical-
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in-the-world. Applying a Heideggerian perspective, ethics would be perceived as 
finite, existential, groundless values that should improve upon traditional models of 
moral philosophy (Hatab, 2000).  
Therefore, a Heideggerian contribution to ethics defines a new role for ethics, 
which is not searching for a theory or principle that rational analysis could satisfy or 
trying to give certain criteria to guide our judgments or prepare us with the objective 
cognitive standards. Instead, Heidegger made us pay attention to the fact that before 
we reflect on ethics we have already been shaped by it. So we must understand this 
pre-reflective ethical world in order to understand the ethical values that are 
embedded in our experiences and the demands and the conditions of having ethical 
life (Hatab, 2000). 
  According to Heidegger, being-towards-death in connection with care is the 
existential engine of care; that is care is driven by the concern for our possibilities in 
the world. So according to Hatab, in Heideggerian perspective “having norm” needs 
to be understood as the conditions that are uncovered in existential analysis of 
temporality, historicality, facticity, none of which can lead to an objective standard 
for ethical norms. Bearing on historicality, Dasein is moulded by traditional heritage, 
and each Dasein takes up its traditional heritage uniquely in facing the possibilities 
and decisions that make its own life.   
In other words, being ethical cannot be free of traditional influences and cannot 
be separated from specific existential concerns (Hatab, 2000). Therefore, values 
relate to Heideggerian conceptions of Dasein’s potentiality-for-being, which 
understands human good as potentialities that we try to actualize through deliberative 
choices. Dasein’s potentiality-for-being is the possibility of becoming a person who 
can live well with others; that is, the potentiality for being ethical. Being ethical 
means to make ethical decisions. In this sense, to care is not about making correct 
decisions, but rather it is to care about ethical fineness, which is the capacity for 
being responsive and responsible for our choices in the face of possibilities. 
Furthermore, everyday Dasein is being-with-others. Human existence 
essentially is social and the human self is essentially a social self (Hatab, 2000). 
Dasein’s authentic self and its social self are not separate, but Dasein is co-
constituted by both (Heidegger, 1962, p. 297). The idea that Dasein dwells with 
others, illuminates us with the phenomenon that pertains to ethics. This phenomenon  
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is compassion. The Heideggerian word for compassion is ‘Mit-leid’, which means 
‘suffers-with’. Compassion happens when someone’s hardship touches us and leads 
us towards their pains and calls us intuitively to do something for them (Hatab, 
2000). The concept of compassion according to Hatab is the perfect image of 
Heideggerian existential validity of being-in-the-world (2000). With compassion, we 
become “decentred, desubjectivized, and our experience dwells in others” and 
therefore compassion would be the deepest sign of Mitsein (being-with-others) 
(Hatab, 2000, p.11).  
That is how common understanding of the concept of finitude between human 
beings and cultures leads to a sense of losing one’s interest and then feeling 
compassion in face of pain, misfortune and loss; this, then, would be a starting point 
for cross-cultural ethics (Hatab, 2000). Although it is clear that the concept of 
compassion will not be enough for an ethics, it still can serve as a kind of measure 
for our ethical thinking and public discourses of regulations, maxims and laws 
(Hatab, 2000). 
The earlier parts of this chapter noted that the initial characteristics of feminist 
care ethics were acknowledging the human being as a social being and valuing 
emotions like sympathy, sensitivity and responsiveness to human emotions. 
Considering human being with all its existential needs in both feminist care ethics 
and existential ethics is the grand contribution of both approaches to care ethics. It is 
notable that existential philosophy tries to present a more humanized version of 
human being in a de-humanized world of us and that is different to the specific ‘care’ 
that is identical in feminist care ethics.  
So far this chapter has provided an overview of the philosophy and the ethics 
that emerge out of that philosophy, as the legitimate knowledge of philosophy 
provoked by Geraldo and to be transmitted in CPI. In what follows the other 
components of RD is addressed: the model of transmitter, acquirer and the relation 
between them. This model makes it possible to understand the moral organization of 
CPI as pedagogic interaction this is necessary for the purpose of this study given that 
work of CPI as a form of relation between and amongst facilitator and students. 
 Chapter 3: A theoretical framework for studying CPI curricular resource materials 75 
3.6 MODEL OF THE TRANSMITTER, ACQUIRER AND TRANSMITTER-
ACQUIRER RELATION 
3.6.1 Model of transmitter  
Here the role of the teacher as facilitator in transmitting the curriculum will be 
considered. Details of the facilitator role in the CPI setting were presented in the 
previous chapter. Specifically it was shown that the role of the teacher in the CPI 
setting is to guide the students to auto-facilitation. In practice, the role of facilitator is 
to conduct and orchestrate the discussion (Cam, 1995). The facilitator needs to have 
fluid reactions at each moment of deliberative discussion, vigorous at one moment 
and restrained at another, making sure that the children listen carefully to each other, 
giving proper responses to others’ themes to help the discussion proceed and reach 
the desired depth. The facilitator should remind the students to be attentive about the 
process of their reasoning. That means the facilitator needs to be also attentive at 
each moment of the discussion, looking for the depth of it, and in the case of 
weaknesses in the discussion to introduce some exercises or activities to improve it. 
After setting up the discussion, the facilitator needs to prevent participants 
from introducing themselves as philosophical authorities; that means the voice of the 
facilitator through the discussion should not have a special weight but should act as a 
signpost to deep and logical deliberation. In the case of CPI, the facilitator’s 
expertise and authority lie in turning deliberate discussion to the best ‘educational 
advantage’ (Cam, 1995, p.41).  
3.6.2  Model of the acquirer 
Regarding the characteristics of a community of inquiry classroom atmosphere, 
students should collaboratively learn co-operation, trust, tolerance and self-
correction. To elaborate on these characteristics, students need to show their skills of 
reasoning, which is the backbone of doing philosophy; this entails building good 
arguments based on clear and logical reasoning; looking for connections and causal 
links; understanding and exploring analogy; assumptions; drawing conclusions; 
inductive reasoning and formal deductive reasoning. Also, students need to show 
comfortable and proper use of reasoning language like: “I agree with X because”, or 
“I do not agree with X because.” All these characteristics require students to have an 
attentive and careful attitude in relation to themselves and other members of the 
community.  
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3.6.3 Model of the relation between transmitter and acquirer  
 The relationship between the co-inquirer/facilitator in guiding the inquiry to a 
given point in the curriculum through a student-centred dialogue and involving 
thinking inquirers is modelled within the CPI framework. As mentioned earlier, 
developing the skills of reasoning and logical argument in students is at the heart of 
the educational aim of CPI. Such an aim can be achieved through deliberate 
engagement in discussion on the part of both facilitator and students; that means 
from the facilitator position there always should be a call for giving reasons, giving 
examples or counter-examples, explaining the reason for agreement or disagreement, 
clarification, building on ideas, looking for sameness and differences, and so on.  
In return, students should be attentive to the call of the facilitator, they should 
engage actively in the discussion and show those skills clearly as the discussion 
develops without reminders from the facilitators. They should also reflect on what 
they have done through the discussion at the end of the discussion; that is, the sign of 
reflexive thinking as one of the most important evaluative criteria for the 
attentiveness of students.  
While all pedagogy consists of both an ID and an RD, ethical or moral 
education is notable because ethics is not merely part of the RD but may also be 
made the object of instruction, that is, the ID; in other words, ethical content may be 
selected for instruction. This might include traditional normative selections of ethical 
approaches, such as utilitarianism, which can be reflected in paying attention to the 
outcome of the action and looking for the greatest benefit for the greatest number of 
people. The other approach can be deontology, which can be reflected in looking for 
actions that accord with certain duties. A virtue ethics approach can be observed in 
looking for certain character traits in an individual. A caring ethics approach can be 
recognised in the way that each member of the community takes care of the others’ 
feelings and beliefs, and also takes care of the community as a whole.  
Lipman (2003) claimed that CPI aims to cultivate a kind of thinking that is a 
combination of three dimensions: critical, creative and caring thinking. He insisted 
that we should identify the profound role of emotions in shaping and directing our 
thoughts (Lipman, p.261). Without emotions, our thinking would be regular and 
monotonous. Caring emerges as the agent engages in the cognitive process of 
scanning for alternatives, inventing and sustaining relationships and measuring 
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distinctions in order to eliminate those that are unpleasant and make the connections 
more sustainable (Lipman, 2003). If thinking becomes deflated and devalued, then 
there is a risk that it approaches its subject matter in an apathetical, uncaring and 
indifferent manner, and then the whole process of inquiry itself will be affected and 
neglected; that is the reason the act of caring has genuine cognitive worth (Lipman, 
p.266).  
Caring thinking, according to Lipman, is value laden.  According to Dewey, 
values are natural events like digestion in human body. Therefore there are not things 
or objects of investigation or thought; but we devote our thinking to obtain or 
preserve them. Also values cannot be ranked or be compared; each value I its own 
place in its own ay is irreplaceable and unique (Mitchell, 1945). Lipman also 
believes that to value is to pay attention to what matters and appreciate it. The table 
below represents the type of value principles that can be detected in CPI. 
 
 
 
Figure 3-3: Value principles that can be detected in CPI (adapted from (Lipman, 
2003) 
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As shown in Figure 3-2, there are five types of value principles mentioned by 
Lipman that are the focus of caring thinking practices. Appreciative thinking is to 
pay attention to what is important and what matters; any kind of prizing or respecting 
or admiring and so on is the outcome of comparing and contrasting things, and that 
emerges from paying attention to things. 
Active thinking refers to any actions that are related to ways of thinking. 
Normative thinking refers to reflecting upon the components of acting and caring; 
caring concerns all possibilities of caring conduct that can be reflected in the 
cognitive status of acting to become an ideal person. 
Affective thinking refers to the idea that emotions are not psychological 
reactions to disturb reasoning but rather emotions form judgments. Putting this more 
holistically, the very ‘being’ of a person is emotional and thoughtful. Therefore, 
emotions and thinking can not be reduced to each other, but any human action in a 
holistic manner is shaped by human’s emotions and reasoning.   
Empathic thinking in Lipman’s notion means to put ourselves in others’ 
positions to experience their emotions as if those emotions were our own (Lipman, 
2003, pp.264-270) 
 Given Lipman (2003) and the forms of caring thinking he explained, it is care 
ethics that is integral to the RD of CPI.  This assumption underpins the analyses 
presented later in this thesis. Such analysis recently is used for studying character 
education through English language studies in Indonesian schools is a case in point 
of instructing the object of RD explicitly as the subject of instruction in the English 
classroom (Qoyyima, 2014). That study sought to investigate how character 
education objectives can be implemented in the classroom through a subject like 
English. To this end, that study employed Bernsteinian pedagogic terms of explicit 
and implicit pedagogies. Using explicit pedagogy may mean that teaching ethics and 
morality is only addressed through the ID selected for transmission, but using 
implicit pedagogy for ethics education means that those ethical approaches are 
incorporated in the moral discourse of the RD. In the case of CPI, the immigration-
themed novel Geraldo as a curricular resource for teaching ethics entails a specific 
selection of normative ethical approaches in the narrative. It is one of the objectives 
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of this study to examine the ID which underpins its compatibility with the ethical 
approach, modelled by CPI’s RD.  
3.7 SUMMARY 
In this chapter a theoretical perspective has been developed for looking at the 
construction of CPI as ethical subject of the curriculum through immigration-themed 
curricular resource materials. It has been shown that the relationship between the 
academic discipline of philosophy and the school subject of CPI is a complex one 
that can be understood in terms of the constructive work of pedagogic discourse 
(ID/RD). This sociological way of understanding pedagogy provides terms for 
looking at the pedagogic relay of CPI as envisioned in the purpose-written curricular 
resource materials analysed in this thesis. In this regard the next chapter shows how 
the study was conducted. It provides theoretical purchase on the question of ‘the 
what’ and the how’ of pedagogy that are at the heart of the study reported in the 
thesis. 
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Chapter 4: Methodology and method 
The aim of this study, as was stated in Chapter One, was to look at the 
construction of ethics as a curriculum subject for children through immigration-
themed CPI materials. The review of the literature in Chapter Two showed the need 
for investigation of purpose-written materials, and in the course of such, 
comprehensive investigation of all aspects of the pedagogy envisioned in those 
materials. That chapter also established a rationale for a sociological perspective. In 
Chapter Three, that perspective was introduced through an explication of some 
concepts about the social construction of curriculum and Bernsteinian concepts 
which give delicate purchase on such. The aim of this chapter is to describe the study 
and its conduct. 
This chapter has five sections. In the first, the chapter revisits the research 
inquiry, highlights the research questions and the theoretical framework. In the 
second section, the curricular resource materials selected for analysis in this study is 
described. In the third section, the design of the study is described. In the fourth 
section the analytic method is introduced. The chapter is concluded in the fifth 
section by a discussion of validity and reliability. 
4.1 RESEARCH ENQUIRIES 
This research systematically investigates the construction of ethical education 
through immigration-themed CPI curricular resource materials. It begins with the 
selection of relevant materials. Then it aims to apply Bernsteinian sociology. As a 
result, it will be possible to answer the main research problem through reflecting on 
two research questions. 
Research problem: 
What is the potential of immigration-themed stories, purpose-written for CPI, 
as curricular resource material for ethical education in multicultural Australia? 
Research questions: 
1. How does the manual advise teachers to transmit the ethical content of the 
immigration-themed narrative Geraldo? 
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2. What does the manual advise teachers to select the philosophical content of 
immigration-themed narrative Geraldo? 
To address these two questions, the theoretical framework selected for this 
study lies within the field of educational sociology. The sociological analysis will 
identify potential characteristics of the pedagogic context of CPI and the ethical and 
philosophical subject matter to be transmitted in that context. It attends to two things: 
First, the ethics that are modeled in the regulative discourse and organised for 
transmission in the instructional discourse, and whether the ethical approaches of 
these two serve the same moral demands; and 
Second, the ID embedded in the manual. As mentioned in the last chapter, the 
ethical approach regulating CPI discourse is care ethics. Through recognizing the ID 
embedded in the manual the study can show the relation of these two discourses (the 
ID and the RD) and provide an insight into the following research problem: 
What is the potential of immigration-themed stories, purpose-written for CPI, 
as curricular resource material for ethical education in multicultural Australia? 
Analyzing the manual enables the study to look at the pedagogical 
characteristics of purpose-written curricular resource material, including the manual, 
which contains leading ideas, exercises and discussion plans.  
4.2 TEXT SELECTION 
As noted in Chapter Two, CPI proceeds through discussion around stories 
infused with ethical content. There are many stories in different languages that have 
been published for CPI instruction; some of them are accompanied by teachers’ 
manuals that identify and apply many of the embedded philosophical ideas which are 
likely to emerge in the classroom. Each idea is introduced with a brief discussion 
designed to give the teacher some background to the cluster of concepts that relate to 
it. The manual then proceeds to raise a structured series of open-ended questions and 
activities aimed at stimulating reflective dialogue among students. It is these stories 
and teachers’ manuals that are described as “curricular resource materials” for this 
research. The stories have a range of themes including conversations about animals, 
people and things in the world, language and the importance of relationships, the 
development of basic logic and reasoning skills within the context of ordinary 
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language, the fundamental concepts (good, right, true, fair, free, etc.) required for 
autonomous thinking about moral issues, philosophical issues concerning literature 
and art, and the conceptual foundations of the social sciences. The focus in this study 
is on immigration-themed curricular resources. 
The curricular document selected for analysis in this study is Geraldo. The 
book Geraldo consists of five chapters. Each chapter is infused with several 
philosophical and ethical concepts. Geraldo is a boy who leaves one culture and tries 
to ‘join’ another. In addition to a feeling of dislocation, he finds that he must learn a 
new language as well as social and ethical norms. As so often happens in 
immigration , Geraldo loses the three fundamentals of identity – “origin”, “language” 
and “social norms” – and in order to cope with these three dislocations, Geraldo finds 
a new way of looking at things. In his journey across the new language and culture, 
Geraldo learns how to present alternative views, persuade, form an argument and 
also how to work with all the other communal deliberative practices and procedures 
which lead to feelings of hopefulness for every immigrant (Sharp & Splitter, 2000).  
Discovering our voice, the teacher manual accompanying Geraldo, is analysed 
in light of the instructions of this text; that is, the teachers’ manual is designed to 
provide teachers with an accessible way of exploring philosophical concepts with 
their students while reading Geraldo (Sharp & Splitter, 2000).  
The manual Discovering our voice contains an introductory section, 
introducing philosophy for children and how to work with philosophical stories in 
CPI classes. Then there are four pages that discuss the themes of Geraldo, what 
immigration means and what it is like to be an immigrant. After that there are 35 
‘leading ideas’ that focuses on philosophical subjects derived from the story. Leading 
ideas are designed to help teachers to set an agenda for deliberation and reflect on the 
noted philosophical issues in the classroom. Each of the ‘leading ideas’ begins with 
an exegesis about the philosophical background of the topic as an introduction to the 
discussion. Immediately after the exegesis, the manual provides a ‘discussion plan’. 
It includes some open-ended questions, which are designed to give the teacher and 
students some ideas on how to start a constructive and deliberate dialogue, although 
in practice the students are encouraged to initiate some other questions, which can be 
used as dialogue starters.  
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Some of the leading ideas also include a section called ‘exercise’ as an extra 
illumination on the topic. Generally this part provokes a kind of critical thinking 
about topics that are similar to the subject of the leading idea, and that help students 
to identify the concept in their everyday experiences. Also, some leading ideas 
contain an ‘activity’ part, which proposes activities such as drawing, playing a game, 
writing a piece of text or reciting a poem at the end of the deliberation. Not all of the 
philosophical concepts derived from the narrative Geraldo belong to the same 
philosophical category, such as epistemology, aesthetics or ethics. This study 
analyses those leading ideas which  are part of a particular philosophical category, 
that is, the leading ideas which reflect on ethical issues in Geraldo. In doing so, it 
identifies the dominant ethical approaches that are recommended in the manual. As I 
mentioned earlier, analysing the leading ideas helps to identify what the teachers are 
encouraged to do in order to make the student engage philosophically with the ethical 
perceptions represented in the narrative. The table below conveys the elements of the 
manual for Geraldo. It indicates the leading ideas that belong to the philosophical 
category of ethics.  
 
Leading ideas Ethics Other 
philosophical 
disciplines 
Discussion 
plan 
Exercise/ 
Activity 
1- Newness and 
strangeness 
 P  P 
2- Where we find 
ourselves 
 P P P 
3- What is a good 
reason? 
 P P  
4- Thinking with 
‘If…Then’ statements 
 P  P 
5- Grandparents  P  P 
6- The concept of 
‘Old’ 
 P  P 
7- ‘A poet in my 
country’ 
 P  P 
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8- Love  P P  
9- Story-telling  P  P 
10- Who I am  P P  
11- Stupid P  P P 
12- Paying close 
attention 
P   P 
13-Death  P  P 
14- Jokes P  P P 
15-Time  P P P 
16- Growth and 
change 
P   P 
17-Possibility  P  P 
18-School  P  P 
19- Happiness and 
unhappiness 
P  P  
20- Being alone  P P  
21- Friendship P  P  
22- Why do we sing  P  P 
23-Loving flowers P   P 
24-Loving animals P  P P 
25-Secrets  P P  
26- Gift-giving  P P  
27- Thinking  P P  
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28- Trying P  P  
29- Understanding  P P  
30- Translation  P  P 
31-Dreaming  P P  
32- Real and not real  P  P 
33- Theory  P P  
34- Rights P  P  
35- What is a person?  P P  
 
Table 4-1: Discovering our voice table of contents 
 From Table 4-1, it can be seen that there are 10 leading ideas that entail ethical 
contents. Each of those 10 leading ideas will be analyzed respectively in the first 
analytic chapter, Chapter 5.  
As was noted in Chapters One and Two, immigration-themed curricular 
resource materials were selected because they are likely to connect easily with the 
experience of children in linguistically and culturally diverse schools, as is required 
for CPI instruction. Yet, purpose-written materials have not been to the fore in recent 
approaches to CPI; authentic literature has been the focus of attention. Moreover, the 
full range of pedagogies envisioned in the manuals has not been investigated the 
focus has been on the dialogic moment of CPI pedagogy. But it should be considered 
that the knowledge that is instilled in exegeses, exercises and activities makes that 
magic of dialogue possible. This lends significance analyses undertaken in this study 
and the research problem and questions they address. 
4.3 SOCIOLOGICAL ANALYSIS OF THE TEACHERS’ MANUAL’S 
DATA 
Geraldo, as immigration-themed, purpose-written CPI curricular material, is a 
story that provokes a specific worldview as it develops. The philosophical concepts 
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sprinkled in some parts of the story are to be developed as described in the manual 
and become objectives of philosophical discussions. This means that the ID to be 
transmitted in the classroom CPI is made available in the narrative through the use of 
philosophical terminology and then is developed through the exegeses, exercises and 
activities, and discussion plans suggested by the manual.  
Coding the teaching manual with the Bernsteinian pedagogic devices enables 
the study to expose the ID and RD embedded in the procedural text of Discovering 
our Voice. As Bernstein (1996) stated, pedagogic discourse acts as a rule embedding 
a discourse of skills and their relations to each other (ID) in a discourse of social 
order (RD) and the purpose of the pedagogic device is to produce a symbolic ruler 
for consciousness (Christie & Martin, 2007, p. 58). In Bernsteinian words, the 
teacher’s manual is a site on which we can conceptualize the modalities of pedagogic 
discourse; that is, it contains a model of the subject selected for transmission, and a 
model of the transmitter as facilitator, the acquirer, and the relationship between 
them. Since this phase of the study merely focuses on the text of the teacher’s 
manual, the ‘content model’ of the document and what counts as the ethical content 
that should be transmitted to the acquirer is coded. The study can also looks at the 
selection, sequence, pace and evaluation of the ethical content knowledge which is to 
be transmitted by the teacher/transmitter to students/acquirers.  
On the basis of Bernsteinian conceptualization, this study can distinguish the 
special forms of communication that are realized by pedagogic discourse. This model 
tries to show the multiple and complex sets of relations that occur in the process of 
construction and reconstruction of the pedagogic discourse. It will look at: 
1) The organization of the philosophical and ethical content of the ID – 
selection, sequence, pacing, evaluative criteria; and 
2) The model of content in the RD, examining the compatibility of the 
ethical approach selected as ID with the moral approach of the RD. 
4.4 ETHICS AND VALIDITY  
This study investigates a curricular document, which is easily accessible from 
Federation of Australian Philosophy in School Association (FAPSA) resources. Due 
to the sole use of publicly available documents in this research, the study was exempt 
from Human Research Ethics Review (Australian Research Council, 2007). 
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Validity in qualitative research is the concern that theories and explanations 
derived from research data are ‘true’ and that they correctly capture what is 
happening in reality. Validity as defined by Gibbs (2010) is “the extent to which an 
account accurately represents the social phenomena to which it refers” (p. 246). 
Adding to this, in qualitative research, validity is located within the research 
paradigm of the study and using validated elements of data-gathering and data 
analysis which place importance on ‘honesty, depth, richness and scope of the data 
achieved’ (p. 105). Selecting an adequate and quality resource and applying 
appropriate methodology and collection procedures gives qualitative research 
validity.  
For the case of this research, validity is also laid on the role of interpretation of 
the text. According to Hirsch (1967) the interpretation should aim at the author’s 
intended meaning. The interpreter needs to clarify what exactly the text implies, that 
means they need to give the text full due, but they also need to preserve the limits 
and norms. The principle for judging whether different implications can or cannot 
admitted in the interpretation of a text, Hirsch suggested is the principle of ‘horizon’ 
that is subjective context of the author (Hirsch, 1967). According to Hirsch, then the 
interpreter needs to take the author’s horizon and carefully excludes their own 
accidental contributions (Hirsch, 1967, p. 238) But also he suggest, although the 
primary clue in interpretation is the genuine text but interpreter should go beyond the 
text wherever possible (Hirsch, 1967, p.241).  
Also the interpreter needs to distinguish the genre that the text is classified as. 
This helps the interpreter to posit the horizon for their meaning and familiarizes 
themselves with the authors mental and experiential world (Hirsch, 1967).  
 Also interpreter needs to regenerate the author’s logic, author’s attitude, 
cultural situation; and in short the whole world of the author (p.242). 
Applying Hirsch’s test of interpretations’ validity, an interpretation is valid if it 
has four criteria of: 
a) legitimacy, that is the interpretation must be acceptable in norms 
of the language that is applied in the text. 
b) Correspondence, that is the interpretation needs to have an account 
for each linguistic components that is given. 
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c) Generic appropriateness, that is the interpretation needs to follow 
the generic characteristics of the text. 
d) Plausibility or coherence, that is a valid interpretation is not 
necessarily the correct one, but is the most probable one according 
to the basis of the existing evidence (Hirsch, 1967). 
 
4.5 SUMMARY 
This chapter has described the text selection, research design and analytic 
methods of the study. These methods enabled systematic attention to the research 
problem about the construction of ethical education through immigration-themed CPI 
curricular resource materials and the utility of using purpose-written texts for CPI in 
delivering ethics education for multicultural purposes.  
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Chapter 5: Instructing students in the ethical 
perceptions of the narrative Geraldo and 
the manual Discovering our voice 
The aim of this study is to investigate the following research problem: 
What is the potential of immigration-themed stories, purpose-written for CPI, 
as curricular resource material for ethical education in multicultural Australia? 
To this end, two research questions are addressed; one is ‘how does the manual 
advise teachers to transmit ethical content of the immigration-themed philosophical 
narrative Geraldo?’ And the other one is ‘what does the manual advise teachers to 
select as philosophical content from the immigration-themed philosophical narrative 
Geraldo? 
In addressing these questions, I apply the sociological concept of “pedagogic 
discourse”. As discussed in Chapter 3, this Bernsteinian concept refers to the 
principle by which the discourses of communities, in this case of intellectual 
communities are selected and turned into school subjects. Pedagogic discourse 
embeds an instructional discourse (ID) in a regulative discourse (RD). ID contains 
discourse of different kinds of skills and the relationship between them (the content 
of the subject). RD consists of the moral rules which regulate the transmission of that 
specific knowledge; it creates a moral discourse of social order, relations and 
identity. RD enables investigation of the classroom’s social structure, micro 
dynamic, and interactions. These concepts enable a systematic look at the 
construction of the subject of philosophy, and more specifically ethics, in the CPI 
story Geraldo and the teachers’ manual Discovering our voice.  
There are two analytic chapters to address the two research questions.  This 
chapter examines the first research question: how teachers/facilitators are advised to 
implement the ethical content of Geraldo in the classroom. It also clarifies the ethical 
approach that is reinforced in the classroom practice of CPI. To do so, the study 
looks at leading ideas. The manual details 10 leading ideas that carry ethical content 
derived from the narrative.  In general terms, the statements of the leading ideas 
contain an exegesis that provides a philosophical understanding about the concept of 
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interest in the leading idea. Then some exercises or activities are provided that may 
assist students to strengthen their understanding about the specific concept. The 
statement of the leading idea mostly concludes with a discussion plan, which is 
designed to enable deliberate philosophical discussion on the given topic.  
In the second analytic chapter, Chapter 6, the study addresses the second RQ, 
which is concerned with the philosophical content underpinning Geraldo. In doing 
so, those leading ideas that entail philosophical contents are analysed. Again, 
exegeses provided at the beginning of each leading idea are analysed and exercises 
and discussion plans are also examined with respect to the philosophical ID 
underpinning the narrative.   
The analytic chapters conclude by indicating that this research shows the 
dominant ethical approach in Geraldo (content and classroom practice) is care 
ethics. As will be recalled from Chapter 3, this is one of the four types of normative 
systems of ethics, the others being utilitarianism, deontology and virtue ethics.  
5.1  REGULATING CLASSROOM INTERACTION THROUGH A CARE 
ETHICS 
Discovering our voice is designed to help teachers establish a community of 
philosophical inquiry in which the students can have deliberate dialogue on matters 
of their interest. According to the manual, community of philosophical inquiry is a 
“cognitive, social, psychological and affective” novelty (p. 3). In other words, a 
successful classroom community of inquiry affects the intellectual, communal and 
emotional capabilities of students. To maintain a lively and ongoing community, the 
facilitator is encouraged to reflect on the students’ communal interaction and the 
whole community is asked to reflect on itself with regard to several questions. 
Specifically, they are asked to consider whether the students:   
• Demonstrate the act of care in listening to one another, respecting each 
other and valuing the other’s points view; 
• Show sensitivity in correcting each other; 
• Feel the atmosphere as a place of trust and safety to try out their new 
ideas; 
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• Observe themselves as more thoughtful and aware of what they say and 
what they know (Sharp & Splitter, 2000). 
In an introduction to establishing a community of philosophical inquiry, the 
manual recommends that through the procedure of inquiry students learn how to pay 
attention and be aware and conscious of their daily experiences in order to educate 
them. Splitter and Sharp (1995) indicate that within the CPI it is possible to detect 
“harmonizing intellectual virtues” such as persistence and courage in presenting 
viewpoints, defending a view in front of their peers and also humility, tolerance and 
fair-mindedness in the face of alternatives (Splitter & Sharp, 1995)  
 As students are likely to want their teacher’s help in the beginning, the teacher 
needs to act as a “co-inquirer” who is interested in exploring the concept with their 
students. In doing so they are told to function as “role-models” in the procedure of 
inquiry (Sharp & Splitter, 2000). By presenting open-ended questions, giving 
counter-examples, considering alternative views, clarifying and self-correcting, 
students may find enough courage to adopt the process of inquiry. Functioning as a 
facilitator or a co-inquirer means that the teacher is an egalitarian who starts a 
dialogue and should not pretend that they know everything, or feel that they should 
be the source of knowledge in the classroom. Although the teacher initially seems to 
talk more than students by asking follow up questions or counter-examples, they are 
expected to be careful about how much they take and what they say.    
Being a co-inquirer and also a role-model demands a special type of ethical 
concern which involves a double-sided meaning of caring thinking: thinking 
solicitously about the subject matter of thought and also concerning the manner of 
thinking itself. To restate, in Bernsteinian terms, the ‘subject matter of thought’ 
which is the ID and the ‘manner of thinking’ which is the RD of CPI need to be 
compatible. To put it colloquially, the teacher is expected to practice what they 
preach. 
As discussed in chapter 3, Lipman claimed CPI aims to cultivate a tripartite 
mode of thinking: critical, creative and caring thinking. Caring thinking entails 
awareness of the role of emotions in shaping and leading our thoughts (Lipman, 
2003). If thinking becomes devalued and neutral, then there is a risk that the subject 
matter of thinking will be approached in an apathetic and uncaring manner; at the 
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end, the whole process of inquiry would be affected by this neutrality and neglectful 
manner. So, caring thinking is value laden. To care is to value attentiveness and 
appreciation.  
Bearing in mind the characteristics of ethics of care and also of the three-
dimensional thinking that CPI aims to cultivate, the coming part of the chapter aims 
to note the reflection of these ideas in the teacher manual of Geraldo.  It should 
recalled that the narrative Geraldo tries to draw students’ attention to some 
philosophical issues which they encounter in their ‘everyday experiences’, but at a 
deeper level. As mentioned earlier in this chapter, being attentive to our everyday life 
experience makes us more sensitive and considerate and enables us to respond more 
appropriately to people.  
The following are analyses of 10 leading ideas that carry ethical content drawn 
from the narrative; these 10 concepts are found in the narrative and correspondingly 
in the manual. As was stated in Chapter 4, leading ideas 11, 12, 14, 16, 19, 21, 23, 
24, 28 and 34 are those that are to be analysed in this thesis in terms of ethical 
content.   
5.1.1 The leading idea 11: Stupid 
This ‘leading idea’ deliberates on the term ‘Stupid’ that Geraldo uses on 
Chapter 1, page 3. In the exegesis, the teacher and the reader of the manual are 
provided with the psychological and philosophical basis for the concept of stupidity 
and intelligence:   
Geraldo’s principal tells him that he is a ‘slow learner and he is being 
‘mainstreamed’ in order to learn English. Immediately Geraldo accuses his 
readers of thinking that he must be ‘stupid’ just because he does not know 
how to read or write in English. He rejects this accusation in no uncertain 
terms, pointing out that he can do ‘many things well’. 
…Many children are academically bright but impractical, lacking in 
judgement, or deficient in good taste or common sense. On the other hand, 
some children have taste, good judgment and common sense but do not 
perform well in school. It is the latter group that is often considered by 
school personnel to be ‘stupid’ (just as it is the former group who are often 
labelled as ‘nerds’ by their peers). However, the criteria used to determine 
who is bright and who is not are often very one-sided. Further, because 
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serious dialogue is not part of everyday practice in most classrooms, teachers 
don’t realise how ‘bright’ some of their ‘stupid’ children can be. One of the 
things that can help children accept is that, for any given individual, there are 
different ways of being intelligent or unintelligent. Howard Gardner has 
written of the multiple intelligences that all people possess. And the reality is 
that not all of them are used as criteria of success in school. It seems 
reasonable to assert that if we are intelligent in any type of the modes that 
Gardner describes (musically, logico-mathematically, linguistically, bodily-
kinaesthetically, artistically, intra- and inter-personally, etc.) we are 
intelligent per se.  
…A good teacher will help children identify their strengths as well as their 
weaknesses, and will try to open up pathways which enable them to utilise 
the former to improve the latter (Sharp & Splitter, 2000, p.28) 
As stated in the manual, Geraldo felt accused of stupidity, because he could not 
read and write proper English. In other words, the exegesis is a call for observing the 
concept of ‘intelligence’ from different perspectives. Children in most societies use a 
range of terms to a considerable denigrating effect in targeting others who may be (or 
may seem to be) not as intelligent. According to the exegesis, there can be many 
kinds of intelligence and all of us possess at least one of them. But not all of them 
count as factors for good performance at school. It can be assumed from the exegesis 
that a successful educational setting is the one that values every kind of intelligence 
in students for the good of the whole community.  
Making children believe that their intelligence is an important factor in 
developing their community as a whole would be a lesson for each of the member of 
that community to value and celebrate their diverse abilities and skills: 
…Using words like ‘stupid’, ‘dumb’, ‘retarded’ – or even ‘slow learner’ – to 
label someone can have ethical consequences of harming that person, hurting 
him in ways from which he may never recover. How could I feel good about 
myself if I thought I was really stupid, and did not realise that the term itself 
is so relative and in many cases, so transitory?  
It is not easy in this highly pressured world for children to develop a sense of 
confidence in themselves or their abilities (that is, a positive self-esteem). 
The classroom (indeed, the whole school) should be a place where such 
development is a natural by-product of every lesson, every activity. By 
 96Chapter 5: Instructing students in the ethical perceptions of the narrative Geraldo and the manual Discovering our voice 
emphasising the essential interdependence of all those involved, it makes the 
building of self-esteem for each student the business of every student, and 
the community itself (pp. 28-29). 
Put differently, this part of the exegesis is a call for ‘awareness’ that the ethical 
outcomes of labelling others are of high importance. By depreciating some skills and 
abilities in children, we ruin the positive self-esteem in them. Likewise, in CPI, 
students need to be reminded that in every aspect of their constructive dialogue, 
every one of them is an essential factor in developing ideas and moving forward in 
the discussion. The manual claims that infusing confidence in students’ community 
would be the natural outcome of CPI in every lesson. This happens through the 
deliberative dialogue in which new alternatives open up in regard to a single issue 
and target development of the whole range of skills and abilities in students in 
respect to their multiple intelligences. The exegesis reminds the teacher that every 
educational setting should generate this feeling of ‘being needed’ in the students. 
It seems that this part of the manual strongly aims to emphasize the 
interdependency of people according to the ethics of care; so the ID which is selected 
for transmission in this leading idea is the ethics of care and the value of 
‘compassion’ as an aspect of ‘moral sensitivity’, which refers to the second 
characteristic of ethics of care as described in chapter 3.  
Although exegeses in the leading ideas and discussion plans both parts of the 
contents of teacher’s manual, are coded as the RD of the CPI pedagogical system, it 
is evident from the exegesis and discussion plans, that the RD sometimes becomes an 
explicit object of instruction. This occurs when this RD embeds an ID which here is 
the feeling of compassion and interdependency in human network. Here the exegesis 
explicitly addresses the importance of compassion and the value of each member of 
the community in enabling the whole community to the move to the right end. That 
end relates to the care ethics objectives discussed in Chapter 3 that observe that 
humans operate in a social network and value emotions like compassion and 
responsiveness in order to manage their effect on our reasoning. 
The ‘discussion plan’ that follows the exegesis on ‘stupid’ involves advice on 
the idea of observing the alternatives around the concept of stupidity in order to have 
a better understanding of whether being different from the mainstream means being 
stupid. Details follow:  
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 If you couldn’t paint a good picture, would that mean you are stupid? 
If you couldn’t put a puzzle together in 15 minutes, would that mean you are 
stupid? 
How can you tell a stupid [person] from a smart person? 
If someone is a slow learner does that mean that person is stupid? 
If there were only two people in the world, is it possible one could be stupid? 
If there were no schools, would there be any slow learners? 
Should students who learn in different ways and at different speeds be in the 
same class? (p. 30) 
This set of questions entails the notion that concepts like stupidity and 
intelligence are relative and we cannot provide a fixed framework for evaluating and 
measuring those mental characteristics of the human being. Furthermore, such an 
overview inspires students to attain positive self-esteem and confidence despite all 
the distinctions between them and the majority of the community.  
 Here, the model of transmitter as a component of RD explicitly is legitimised 
as assisting those who are identified as strongly distinct from the majority of the 
class in a way that they can find themselves as vital for their community.  This 
attitude gives students the opportunity to investigate different examples of being 
intelligent or stupid in their everyday experience. There is an exact instruction about 
the model of a good teacher in this part:  
A good teacher will help children identify their strengths as well as their 
weaknesses, and will try to open up pathways which will enable them to 
utilise the former to improve the latter. (p. 28). 
 So, a good teacher is a person who opens up ways for different skills and 
abilities to flourish through collaboration and productive dialogue. One-sided 
recognition from the teachers’ perspective may not be enough to enrich the 
confidence and positive self-esteem of students. As is apparent from the analysis of 
the exegesis, since the model of conduct – being a good teacher – becomes the 
explicit object of the instruction in the exegesis, so it becomes ID for the teacher. In 
other words, the concept of open-mindedness and looking for alternatives as the 
model of good teacher is legitimised as ID in the manual.  
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5.1.2 Leading idea 12: Paying close attention 
Leading idea 12 reflects on the concept of “paying close attention” as a skill 
that Geraldo claims he has in Chapter 1, page 4. The manual presents as follows:  
In paying attention, we don’t go faster so much as deeper: we attempt to see 
things from the inside. In a very real sense, philosophy can be characterised 
in terms of paying attention to those ideas and concepts which we normally 
take for granted in the course of our everyday lives. Paying attention also has 
ethical connotations. When we are careless or inattentive (which is to say, 
inconsiderate), we treat persons and things without respect for their intrinsic 
worth. 
…Moral sensitivity is dependent on our capacity for attention. Attending to 
the details of the suffering of others allows us to lose our moral callousness 
and really see the pain, oppression and violence around us. Until we see it 
we cannot expect that we will respond to it or even develop a critical attitude 
toward the circumstances which contribute to the suffering in the first place 
(pp. 30-31). 
 Again, this concept is a call for changing students’ world view from that of 
faster scanning of everything to deeper attendance to everything around them. The 
manual suggests teachers incline students’ attention to the idea of respecting others 
because of their intrinsic value as a human being, and to offer them the care and 
attention they deserve as human beings. Being present deeply in our relationships 
help us to observe closely the pain, oppression, violence and miseries around us. This 
idea echoes compassion and sympathy in care ethics. According to Held (2005) 
moral sensibility can flourish if interdependency between members of human society 
is emphasized. Also, as claimed by the manual, through emphasizing attention and 
compassion, we can respond critically to the situations that caused misery and 
suffering, which is an example of moral sensibility. As Sharp suggests, the 
community of inquiry is an experience of care which is based on the trust that 
regardless of what happens in the external world, students learn the value of 
inventing the ideal world and constructing new ways to bring love, solidarity, 
creativity, beauty, goodness, suffering and compassion into existence. As Dewey 
also believed, ideals do not come from imagination, but are made out of the hardship 
of the physical and social experience (Splitter & Sharp, 1995). 
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 The ‘activity’, which follows in this part of the manual, requires students to 
speak or write or draw an object to which they attend closely and treat as their 
subject of interest and care: 
Ask each student to look carefully around the classroom (or the playground 
outside) and choose a particular object. This will be that object of their 
attention. Students can take turns telling the rest of the class about their 
object, but in a way which shows that they have paid very close attention to 
it (p. 31) 
It is assumed that the way that students present their object and how much 
detail they put into their presentation will represent the depth of attention they have 
paid to that object. 
According to the data, the discourse, which is regulated in this part, is the 
manner and model of the CPI acquirer. According to the objectives of CPI, in the 
compassion and the appreciative concern of students as parts of the community and 
of the community as a whole, the process of achieving new provisions and 
possibilities asserts a kind of democratic and aesthetic experience which is the 
outcome of being conscious and careful in the process of inquiry. Therefore, this part 
of the manual legitimised a good CPI acquirer as one who pays close attention to 
what they say as a member of the community and is careful about the process of 
collaboration and dialogue as a whole. But as this model becomes the explicit object 
of the exegesis then it is coded as ID which is embedded in RD. 
5.1.3 Leading idea 14: Jokes 
Clarifying the meaning of each term that we use decreases the risk of 
misunderstanding in every level of communal interaction. In leading idea 14, the 
exegesis focuses on the idea of ‘telling jokes’ and tries to raise the ethical concerns 
around this action:  
But what is exactly a joke? Jokes are designed to provoke laughter – they are 
supposed to be funny. There are also supposed to be light-hearted, 
insubstantial, not to be taken seriously.  But it is worth asking students to 
think about the ethics of joke telling. Are there any rules about what kinds of 
jokes are appropriate or inappropriate? If so, do these rules vary from one 
culture to another or from one age group to another? (p. 34)  
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As the data mentioned, this section of the narrative provokes students to do 
some revision of their ideas on joke telling.  The teacher is asked to make students 
revise the rules for telling jokes, and to make them aware of the emotional reactions 
that jokes may cause in the audience. In other words, the exegesis calls for revisiting 
the origins, purposes and outcomes of joke telling. Considering that even a funny 
activity like telling jokes may lead to ethical and emotional hurt, examining how we 
might reduce the risk of such harm helps students to become more careful and 
attentive about their actions, even if they are intended to be fun and joyful.    
In this regard, the ‘activity’ is designed to invite students to formulate a list of 
rules or guidelines for joke telling prior to sharing any jokes: 
Invite each student to come to class with a joke that they have heard, read or 
just made up. Explain that the point of this activity is not simply to share the 
jokes, but to use them to trigger a discussion about what is good and bad 
about joke telling. Use the discussion to formulate a list of rules or 
guidelines for joke telling (p. 35) 
This activity can be an opportunity to think carefully around the good and bad 
points of something that we do, and we may have no clear understanding of the 
ethical limitations of it. 
According to the data, the activities or exercises in each leading idea clearly 
entail an object of instruction that is coded as ID embedded in the RD of CPI.  The 
teacher is asked to invite students to tell jokes they have already heard or make some 
up and share them in the class in order to set up a discussion around the bad or good 
effects of joke telling. Then the teacher asks students to make a list of guidelines for 
joke telling in order to reduce the risk of any emotional hurt to anybody. This is the 
process that the CPI facilitator undertakes prior to each discussion: setting the rules 
for deliberate discussion as an attentive listener, building upon another’s ideas; and 
respecting the others’ ideas. In Bernsteinian words, the process of setting an agenda 
that should happen in every CPI class as a pedagogic regulation for establishing a 
communal dialogue now becomes an explicit object of instruction. That is why this is 
seen as ID.  
Do all jokes make us laugh? 
Can a joke be sad? 
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Can a joke be cruel? 
Do jokes always have to make fun of someone or something? 
 Is joke telling a kind of lying?  
Are ‘practical jokes’ fair?  
Is it okay to tell sexist or racist jokes, or other jokes that rely on stereotypes? 
(p. 34) 
These questions evoke ethical issues on a subject like joke telling in everyday 
experiences. It is the very purpose of philosophy to call for attention to the reality of 
our every action and to make us aware of the reflection of our actions at the personal 
and communal level.  
5.1.4 Leading idea 16: Growth and change 
Leading idea 16 reflects on the concept of ‘growth and change’ that is drawn 
from the narrative chapter 2, page 7. At this point in the narrative, Geraldo decides to 
grow backward in the hope of conquering death. The relevant exegesis in the manual 
focuses on the concept of growth and change and making some distinctions between 
change and growth to clarify those concepts: 
Everything is destined to change in some way, but does not necessarily grow 
(the weather changes every day or every week but one would hardly say that 
the weather is growing. Growth – in this sense at least – is that form of 
change which all living things endure as part of their existence in time (and 
space). Growth of any kind is cumulative; there is a progressive 
‘enlargement’….personal growth also has a qualitative dimension which can 
be nurtured and cherished through education, literature, dialogue, etc. In 
human beings, it involves maturation, ripening, a deepening of 
understanding, greater richness of ways of experiencing the world. Growth 
means that I am ‘more’ than I was – more understanding, more mature, more 
attentive, more caring, more generous, more kind, more of person than I was 
in the past – and not simply bigger in a physical sense (p. 37).  
Leading idea 16 triggers the dialogue on ‘growth’ and the identifying criteria 
for human growth. There are some factors in growth that are neglected in children’s 
concerns. Distinguishing the personal factors of growth helps students to observe 
various aspects of their maturation. The data focuses on the moral features of being 
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mature as qualitative personal growth. Being more attentive and more caring is the 
sign of a mature person. In order to nurture this type of maturation, Nodding (2002) 
recommends dialogue as the most influential method of ‘care education’. In true 
dialogue, which is an open-ended process, students within a caring relationship do 
not just turn wholly to the abstract subject, but rather they attend ‘non-selectively’ to 
each other. Therefore, dialogue is central to moral education, which provides 
information about the participants, cares about the relationships between members, 
and provokes further thoughts and reflection (Noddings, 2002). The successful 
outcome of being mature and grown up would be reflected in the communal 
interaction of people. Making students aware of the components of personal growth 
which involve being more daring, more attending, more kind and so forth help them 
to detect these features and evaluate the quality of their growth and not just to 
observe physical changes as the sole sign of maturation. 
According to the data, the subject of growth and its distinction from change is 
central to this part of the manual; that is, the object of the moral model of the RD of 
CPI. Here this component of RD has been legitimised as ID to be instructed 
explicitly in the classroom. In other words, students are to be provided with 
instruction in the ethical qualities that are expected to regulate their interaction 
during the dialogic moment of CPI.  The RD of CPI is neither left to chance nor 
assumed. Giving new qualitative features to maturation and growth and giving value 
to the personal reflections of growth should make the students evaluate their skills in 
the moral domain. But again, care thinking is obvious in the moral features of 
maturation alongside the other virtues like kindness, and generosity. In Bernsteinian 
terms the ID embedded in the RD here is selected to emphasize the emotional and 
moral maturation of students rather than the physical growth. The idea of ‘deepening 
of understanding’ and having a ‘greater richness of experiencing the world’ are 
explicitly modelled in the exegesis and activities as the legitimised ID to implement 
in CPI classroom. As mentioned earlier in chapter 3, these resonate with Lipman’s 
objectives of caring thinking. 
5.1.5 Leading idea 19: Happiness and unhappiness 
The theme ‘happiness’ is derived from chapter 3 of the narrative, page 10. 
Given the data from the novel, the exegesis in leading idea 19 focuses on the 
philosophical account of happiness and tries to clarify what it means to be happy 
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from different perspectives. Is possessing happiness the same as possessing 
something materialistic? Below is the manual exegesis about this issue: 
But is gaining happiness just a matter of possessing something that you don’t 
possess now…what is the greatest of human good? Some have said that it is 
virtue. Some have said that it is doing things we really enjoy. Some have 
said that it is qualitative growth…Aristotle, for example, thought that 
happiness (which, for him, had a very special meaning) was the ultimate end 
of our endeavours; it was not a means to any other end.  
John Dewey suggested that happiness is a by-product of engaging in 
experiences that help us to grow in skill, understanding and wisdom. We 
often realize we are happy when we have faced a challenge and been 
successful. 
…Think about what Geraldo has in mind when he recalls his friends from 
his old country. All of them seem to have experienced happiness at some 
time through their everyday experience of the world. To the extent that 
philosophy allows us to pay attention to these everyday experiences, it, too, 
can be source of great satisfaction – even happiness. (pp. 43-44) 
With this leading idea, the manual tries to refine the exact meaning of 
happiness and being happy for students. Using the discussion plan to examine 
whether different emotional feelings can be understood as happiness helps the 
students to distinguish amongst emotional features that are similar to happiness. 
Therefore they can purify their feelings to find ‘real happiness’. Furthermore, they 
can detect the cause and the source of that happiness. By presenting different 
perspectives (virtue approach, Epicureanism approach, Deweyan philosophical 
approach, etc.) on the idea of happiness, the teacher can guide students to the very 
source of happiness and joy for them in their ideas.  
In the other section of this leading idea, the manual focuses on Geraldo’s 
despair in having no friends, and being a stranger who cannot build proper 
relationships in the new country like the ones he had before with his friends in his 
old country: 
Whatever we take happiness to be, there seems little doubt that it often 
eludes us. Look at Geraldo. Although he doesn’t say so explicitly, it is hard 
to interpret his early experiences at his new school as anything other than 
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miserable. He feels deserted, abandoned, afraid: ‘weariness followed him 
around everywhere and he ached all the time. Sartre would use the term 
‘despair’ here. We feel despair, he suggests, when we feel we can’t count on 
others to help us. This seems to characterise how Geraldo feels – he can’t 
count on his teachers, his friends or his parents to help. His despair is related 
to the fact that he thinks he can count on no one – may be not 
himself…Geraldo thinks his new school had a strange odour – this might be 
his particular (heightened) response to feeling a sense of despair (p. 43) 
Here Geraldo’s feeling of despair is the opposite of the feeling he had 
previously experienced with his friends in his old country. So being alone with no 
help to make new connections in the new country caused him to feel unhappy and in 
despair. In raising the issue of Geraldo’s feelings, teachers assist students to imagine 
the value of social connections and friendship in creating happiness in their life. This 
is a kind of awareness to which students might pay close attention in their everyday 
experience and to care about their relationships to others in their community.  
The data presented in the last two sections illustrates the ID that becomes the 
object of instruction through the exegesis; that ID is a call for attention to communal 
relationships as the very source of happiness in life. Again the manual suggests, the 
main factors for gaining happiness are paying attention to our everyday experiences 
in relation to others, and care about our friendships, which can be sources of 
happiness. By introducing some philosophical approaches to explain the concept of 
happiness, the manual examines how different our experiences might be from 
different philosophical worldviews.  
The ‘discussion plan’ is designed here to help students narrow the concept of 
happiness in order to find the initial source of their happiness in their everyday 
activities: 
If you feel good, does that mean you are happy? 
If you have happy thoughts, does that mean you are happy? 
If you have nice things to eat, does that mean you are happy? 
If you have nothing to complain about, does that mean you are happy? 
If you are healthy, does that mean you are happy? 
What is it that would make you happy? 
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Can you make yourself happy? 
What is happiness? (p. 44) 
It is through the discussion plan and deliberate dialogue that students can find 
out their peers’ criteria for being happy. Building on each other’s ideas about 
happiness can enhance the happiness of all members and overall of their community 
of inquiry; it is the means by which the moral object of CPI, care ethics, is the 
obvious object of instruction and the explicit ID of this part of the manual. As was 
noted earlier, philosophy is an unusual area of study in that ethics may infuse both 
the RD and the ID. This is the case with all the leading ideas analysed in this chapter.  
5.1.6 Leading idea 21: Friendship 
The manual introduces some concepts that all students may experience in their 
everyday life. ‘Friendship’ is a concept the manual already proposed in a previous 
discussion plan, which it looked at the outcomes of friendship in our daily life. But in 
this particular leading idea, friendship is looked at from another perspective, one that 
asks what the essence of friendship is and why it is a vital part of our everyday 
experience, and whether can make our life meaningful or meaningless. The exegesis 
of this leading idea establishes the philosophical basis for friendship: 
It (friendship) signifies an important relationship in the social growth of 
children and involves the development of their own sense of self (including 
their self-esteem, which is connected to how we esteem others and how they 
esteem us). One way to explore this concept is to discuss what lies ‘inside’ 
the concept (that is, what counts as a friend) and what lies ‘outside’ the 
concept (what is not a friend)…friendship imbues life with a richness that it 
would otherwise lack, and without which it would be – at least for many – a 
life that was not worth living. To the extent that people are true friends they 
are equal in the eyes of the other. This suggests that friendship is a reciprocal 
relationship… Socrates thought that friendship was the source of all true 
education. Others treat a friend as someone whose happiness means as much 
to them as their own… 
…As children grow, they need to think about the criteria of friendship (what 
counts as friend) if only so that their judgements about who is, and who is 
not a friend. The activities that follows are designed to help your students 
construct such criteria, although it is worth bearing in mind the possibility 
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that every friendship sets up its own criteria…true friends trust, respect and 
care for one another. These same qualities exist among the members of the 
community of inquiry. (p. 46) 
 
Put differently, the exegesis provides some facts about friendship and supports 
those facts by referencing philosophers like Socrates. But the second part reminds the 
reader that if friendship is to have positive influence in life, it needs to be chosen 
according to specific criteria within specific limits.  
According to Sharp (2004), care is the source of friendship, interpersonal 
understanding, commitment, human flexibility and compassion. As Aristotle 
suggests, a true friend is ‘one’s second self’. It is through friendship that children can 
recognize themselves as who they are, and recognize the distinguishing points of 
their being.  As Arendt also declares, dialogue with friends can create the experience 
for a ‘later-interrogation’, which leads to developing self-understanding (Arendt, 
1971, p. 189). As childhood friendships develop, children learn to live ‘the moral 
life’ (Sharp, 2004). Since they discover their friends are unique, they learn to 
consider this uniqueness. Therefore, they learn to pay attention to the different needs 
and interests of each other: that means they care about each other (Noddings, 2002). 
Speaking about the criteria for friendship can create the opportunity for 
students to clarify the limits of this relationship and fit it properly in their moral 
obligations.  This envisages the idea that trust and care about friendship may cause 
some conflict with our moral obligations. The discussion plan helps students to reach 
the realization that care for a friend is a primary obligation of ours that is suggested 
by Aristotle to promote our friends’ moral growth (Noddings, 2002).  
Caring ethics as mentioned in Chapter 3 is the moral order that is modelled in 
the RD of CPI. But here, such a moral approach becomes the explicit object of 
instruction in the exegesis and the discussion plan. In other words, the concept of 
true friendship – an outcome of taking an ethical position of care in our social 
relationships – is legitimised as the ID embedded in the RD.  
After all, the discussion plan models the CPI’s inquirer as the object of the 
instruction as the ID: 
Could you have a friend you never saw at all? 
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Could you have a friend you never spoke to? 
Could you have friend who spoke a completely different language from you? 
Could you have friend you never shared your thoughts or feelings with? 
Could you have a friend you did not communicate with at all? 
Could you have a friend you didn’t trust?  
…Could you have a friend who hurt you in some ways? 
…Could you have a friend who was not human being? 
Could you have friend who was not a person? 
What is the difference between a friend and a ‘best’ friend (p. 47)?  
Here, these questions are designed to trigger thinking about how friendship 
may be a complex concept. It is through these queries in the discussion plan that 
students are asked to address their criteria for a concept like friendship; for example, 
the last question asks for investigation on the criteria for being a ‘best’ friend, a term 
that children use every day without explicit criteria for bestowing it on somebody. 
5.1.7  Leading idea 23: Loving flowers & Leading idea 24: Loving animals  
In this part of the chapter, two of the leading ideas are analysed: 23 and 24. 
These ideas reflect on paying careful attention to how plants and animals fit into the 
natural world and how they affect our relationship to nature. The exegesis below 
includes both of the leading ideas:  
Students can begin to think about the idea of loving flowers – as part of 
nature’s show case – by describing as many flowers as they can in words and 
pictures (drawing)…Flowers appeal to our senses in many ways: through 
their colour, their smell, their shape, their incredible diversity…As in 
community of inquiry, so in the world of flowers, there is complementarity 
rather than a competition: none has to be ‘better’ than another. 
Notwithstanding our personal preferences for particular flowers, there is a 
sense in which all flowers are unique, all good and beautiful. We know that 
some flowers need special conditions to grow (more sun, more protection, 
more shade, more nourishment in the soil) while others fare well with little 
care…Do students think that they are, in any way, like flowers? Do they 
think that there is something strange about a story in which some boys sing 
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to others, while others love flowers? Issue of gender should not be 
overlooked here (p. 49). 
Children of all ages and cultures have special affinity with animals...Animals 
are part of nature. We are part of nature. Furthermore, at least in 
evolutionary terms, we are also animals, but we are animals who think, laugh 
and sing – and play at being other animals. We are animals that are also 
persons. And because of this we are obliged to consider carefully the 
question of how all animals (including ourselves!) fit into the world of 
nature.  
Animals are our relatives – relatives who can teach us a lot about how to 
communicate with others in this world. Still, interesting questions arise when 
we think about the ‘status’ of animals, vis-à-vis human beings. (p. 50) 
 Different concepts arise in these two leading ideas on loving other creatures in 
nature. The data cultivates an atmosphere for thinking and discussing different 
environmental issues concerning how we should treat nature that provides us with 
life. Also, it prepares students to ask whether loving other creatures is different from 
loving fellow human beings. Moreover, is love of nature more suited for one specific 
gender? Asking these sets of questions provides students with opportunities for 
thinking carefully about whatever human beings have relations with, whether this is 
other human beings or plants or animals. The questions suggested in the discussion 
plan will help students to classify their thinking about having a sense about animals, 
while at the same time eating them and using them in different ways, and asking 
them to be aware of what they do in relation to whatever they use and whatever they 
care about. 
Adding to this, according to leading idea 23, the discussion about loving 
different flowers leads to the idea of having a sense of diversity about the natural 
world of flowers that make them more attractive to us. Comparing the diverse world 
of flowers with cultural, ethnic and racial diversity in a community, and even in a 
CPI, may make students think about how these diversities can make nature more 
appealing without any sense of evaluation and competition. Also the manual asks the 
teacher to raise the issue of gender with respect to certain types of emotions about the 
world around us. 
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In Bernsteinian terms, in the exegesis the moral approach of care integrated to 
the model of RD of CPI appears as the object of instruction; that is, the object of RD 
became the explicit object of instruction which is ID. But this time, the 
environmental aspect of care is addressed as the care for nature, plants and animals.  
The ‘discussion plan’ that follows the exegesis of ‘loving animals’ reflects on 
‘our relationship with animals’: 
Can you tell when animal is sad, or happy, or in pain? How? 
Is it possible to love animals in the same way that we love human beings? 
Is it possible to both love animals and eat them? 
Is it possible to both love animals and use them for any purpose whatsoever? 
Are all animals equally important or valuable (here you might have to think 
about what you mean by ‘animal’)? 
If you do love animals, does that mean you should have at least one pet? 
Do you think that some non-human animals might be persons? (p. 51) 
 The teacher uses the discussion plan and the questions to set the agenda, 
providing students with different concepts that can be created out of the idea of 
loving nature, the complementarity role of diversity in the nature and a comparison 
with diversity in human communities. This set of questions in the discussion plan 
also refers to some ideas that have already arisen in previous leading ideas. Declaring 
the limitations of care for animals and nature will help students to evaluate their 
actions toward the environment. Thinking about how human beings can balance their 
needs in regard to the natural life around them is flagged as critical for students in 
this part of the manual. In this regard, more precisely, the ID embedded in the RD of 
the discussion plan is the relationship between care for human good along with care 
for nature where human beings dwell. 
5.1.8 Leading idea 28: Trying 
Focusing on the idea of ‘trying’ presented in page 13 of the narrative, the 
exegesis tries to shed light on the importance of some actions, rather than the 
outcome of those actions: 
Geraldo is telling us that if a class has a non-English-speaking student, it is 
the mark of a good teacher that he or she will try to converse with that child 
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in his own language. It is the very act of trying that is a sign of respect for 
the personhood of the student…Schools, like most other social institutions 
(particularly if they are funded by the public purse), are called to account 
largely on the basis of measurable outcomes. There is a danger here that the 
processes involved are overlooked or understated. It may well be, for 
example, that educators do not pay attention to the difference between trying 
and not trying (this problem is exacerbated in western cultures that seem to 
value innate ability over effort). We could do much to develop among 
children the disposition to try, which is as important as the disposition to 
wonder, inquire, explore and reason…developing in children the disposition 
to try involves developing an environment that values and rewards trying for 
its own sake (p. 55). 
 It can be said that trying is the reflection of a will and intention to do a certain 
action. Valuing trying is valuing the initial will, which provoked the act of trying. If 
philosophy begins in wonder, and if, as the manual suggests, trying is as important as 
reasoning, wondering and exploring, then trying can be understood as the act of 
wisdom.  
The manual declares that the very act of trying in a teacher’s disposition 
reflects their respect of the student individually. Paying attention to individuals and 
different needs and interests of individuals is an act of care. Geraldo as an individual, 
who needs to feel the environment of trust and care and respect in his school, 
immediately can grab the purpose of his teacher in trying to speak Geraldo’s 
language (Spanish). Maybe the outcome of speaking in Geraldo’s language wasn’t 
successful, but the environment of care and trust was cultivated by this act of trying.  
According to the data, a good teacher is a teacher that tries to pay attention to 
the needs of their students individually. That means here ID is the concept of caring 
about any individual as the objective of caring thinking and care ethics.  In other 
words,  Caring thinking as the model of RD of CPI become explicit object of 
instruction for teachers. In this case, as the teacher has a non-English speaker student 
in their class, they need to show respect for that student’s language and culture. 
Trying to make connection through the student’s language is a sign of respect and 
care and appreciation for the effort the student makes to adapt to the dominant 
language and culture.  
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The discussion plan designed for this leading idea puts the emphasis on how 
the very concept of ‘trying’ is worthwhile in absence of considering any success as 
an outcome: 
Say whether – and why – you think the following are worthwhile. 
Trying to use lots of words. 
Trying to learn how to take care of babies. 
Trying to learn how your body works. 
Trying to understand your parents. 
…trying to speak the language used by most people in your country. 
…trying to find a good reason for everything. 
Trying to do better and better, no matter what (p. 56) 
As the questions proposed in the discussion plan indicate, the object of 
instruction which is ID is the concept of ‘trying’ as a virtue that reflects the act of 
care, and not as a consequential value for the sake of some outcome or result. 
5.1.9 Leading idea 34: Rights 
The concept of ‘rights’ is a challenging one that different ethical schools of 
thought approach from different perspectives. The manual claims that the underlying 
theme of Geraldo is the issue of rights. The exegesis in this part of the manual 
reflects on the notion of ‘rights’ in a way that helps students to distinguish between 
different notions of rights around them:  
Geraldo might have said that some of his rights (such as the right to choose 
where to live, or the right to keep his friends, or the right to speak a 
particular language) have not been acknowledged. It is commonplace today 
to think that all children have rights, just because they are human beings (in 
this sense, children’s rights are a subclass of human rights)… ‘Rights’ talk 
is, after all, very much a product of western society with its paradigm of the 
autonomous individual who ‘stands alone’, and whose rights must be 
protected so that he can get on with the pursuit of his own goals and 
pleasures. These critics might prefer to use such relational terms as ‘care’ 
and ‘trust’, and would emphasise the interdependence of the individual and 
the family, the community, the state, or whatever…legal rights can be 
removed in certain circumstances, but can human rights be taken away under 
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any circumstances? The topic of rights presents an opportunity to reflect on 
the special relationship that exists between the classroom community of 
inquiry and each member of that community. Each student has rights – yes, 
no doubt – but perhaps the rights of all are guaranteed only within the 
context of something like a caring community (Sharp & Splitter, 2000, p. 
65).   
As mentioned in Chapter 3, three systems of normative ethics – consequential 
ethics, deontology and virtue ethics – build moralities on the image of an 
independent, autonomous, and rational individual, an image that neglects the reality 
of humans’ interdependency. According to the manual, care ethics is the only ethics 
system which respects emotions, sensitivity, responsiveness and empathy. Searching 
for moral solutions and moral rules for the sake of all of humanity in general violates 
the personal rights of a person or initially some human relations with people in our 
care. Caring relations promote the well-being of those are in relation and prima facie 
the relationship.  
As Sharp (1995) suggests, philosophy for children and some feminist 
philosophy (care ethics) insist on a moral education that involves care, dialogue and 
the search for meaning. Both of these philosophies rely on ordinary conversation’s 
informality and metaphorical dimension to cultivate theories that grow out of daily 
reflections that can be corrected everyday (Splitter & Sharp, 1995).  
Accordingly, the objective of care ethics as the ethical model of the RD of CPI 
explicitly is instructed as an ID in this regard. Exclusively, care ethics is approached 
here as ID for the reason that it does not aim at generalisation of moral rules, but 
instead respects the individual’s rights. The discussion plan suggests different 
situations that students should discuss to think about the essence of some rights and 
the limitations those may entail: 
 Tony wants to go to school. Does he have a right to do so?  
 Does he have a right to choose the school he goes to? 
 Tony needs to eat. Does he have a right to food? 
Tony’s family doesn’t have a lot of money. Does he have a right to own 
some toys? 
Does Tony have a right to pick wildflowers in the field by his house? 
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Marissa loves chicken drumsticks. But so do her brothers and sisters. Does 
Marissa have a right to at least one drumstick? 
Marissa’s teacher is handing out books for reading. Does Marissa have a 
right to a book? 
The teacher realises there is one book short. Does Marissa still have a right 
to a book? 
Does Marissa have a right to choose her own religion (or no religion)? 
Marissa does not like her parents. Does she have a right to ask for new ones? 
Where do rights come from? 
What is a right? (p. 66) 
Demonstrating various situations helps students to look for the traces of 
‘rights’ of any kind and any level in their life. Speaking about the origins of rights 
helps them to recognize the limits of rights in human situations. Can some rights be 
reduced to some other rights? Are there some sorts of rights that don’t need any 
proof, like human rights? In the case of Geraldo, and situations like immigration, the 
questions might ask about your right to choose where to live, or which language you 
like to speak.   
The discussion plan challenges students with different statements about their 
rights in connection with various moral circumstances such as theft, environmental 
ethics and social rules. All these statements are derived from children’s daily 
interactions, but the manual asks for critical thought about them. In Bernsteinian 
terms, the ID that is object of instruct in the discussion plan is about examining 
‘rights’ as a relative and limited concept, vis-a-vis an absolute concept without any 
limit. 
5.2 CONCLUSION 
This chapter has been aimed at answering the first research question; that is: 
How does the manual advise teachers to transmit the ethical content of the CPI 
immigration-themed narrative Geraldo? 
The Bernsteinian analysis of the leading ideas that carry moral content enabled 
the recognition of the ID embedded in the RD of the CPI. To put it another way, 
manual Discovering our voice as a teacher’s manual is assumed to carry components 
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of RD, and be a simple action guide on how to implement the content knowledge; 
however, the manual in itself carries IDs which are drawn from the narrative 
Geraldo. The IDs appeared firstly in the exegesis, and secondly in the discussion 
plans. 
The IDs addressed in the exegesis were to instruct care ethics concepts. But as 
discussed in Chapter 3, caring thinking and the morality of care is the moral order 
modelled in CPI. Hence, it can be concluded that the object of the RD of CPI, care 
ethics, had also become an explicit object of instruction in the exegesis, which is 
regarded as ID.   
The other type of the ID instructed in discussion plans is the explicit subject of 
their related leading ideas. For example, in the last leading idea, the ID embedded in 
the exegesis was care ethics and the ID embedded in the discussion plan was ‘the 
origins and limits of rights’.   
In what follows, the second analytic chapter provides the analysis of those 
leading ideas of the manual that carry the philosophical approach which underpins 
the narrative Geraldo. The philosophy that the narrative provoked is developed 
through the manual.  
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Chapter 6: Instructing students in the philosophical 
perceptions of Existential Philosophy 
This chapter addresses the second research sub-question: 
What does the manual advise teachers to select as philosophical content from 
the immigration-themed philosophical narrative Geraldo? 
To address this question, Discovering our voice, the manual which 
accompanies Geraldo, was analysed. The aim was to identify the philosophical and 
ethical concepts that underlay the narrative. Further, by applying Bernsteinian 
concepts of pedagogic discourse to the text, the ‘instructional discourse’, which is 
embedded in the narrative, is revealed. This chapter develops in two main stages. 
First it shows how the manual develops the philosophical understanding of the 
teachers and educates them in the related philosophy of the narrative. This involves 
two moves:  
•  The use of migration as a metaphor 
• A series of leading ideas 
Second, it presents an analysis of the pedagogical tools for instructing students 
in those philosophical concepts: 
• Exercises 
• Discussion plan 
In general terms, the analysis indicates that Geraldo is purposefully written to 
establish an existential philosophical worldview in students. Existential philosophy is 
concerned with the individual’s seeking of meaning and values, so questions about 
the meaning of life and subjective experience are prioritised and valorised above all 
other scientific and philosophical pursuits. From an existentialist perspective, major 
themes such as freedom, decision-making, responsibility, death, and authentic values 
are understood to constitute the core of personal being. In the case of education, 
existentialists believe that the most important kind of knowledge concerns the human 
condition and the choices the person has to make; education is a process of 
developing consciousness of one’s freedom to choose and what it means to take 
 116 Chapter 6: Instructing students in the philosophical perceptions of Existential Philosophy 
responsibility for one’s choices. This existential theme is developed across the 
chapters of Geraldo. 
Geraldo consists of five chapters, each of which is infused with several 
philosophical and ethical concepts. Analysis of the text provides a subtle 
understanding of each concept. Philosophical concepts are not presented didactically 
in Geraldo; rather, they are developed across the course of the narrative – for 
example, in the comments of the characters in the story. However, as already noted 
in this thesis, the text is sprinkled with words such as ‘thrown’, which alert the 
philosophically informed reader to the presence of the concepts in the narrative. But 
what is a non-philosopher teacher to teach in order to develop those philosophical 
concepts? The manual provides the teacher with explicit and detailed advice in this 
regard. The philosophical framework which is intertwined into the text and 
explicated in the manual will now be explored.  
As already noted the manual opens with an introduction that includes a section 
on ‘migration and the formation of self’ (Splitter & Sharp, 2000, pp. 7-10). This 
section provides the teacher with a philosophical perspective through which to work 
with the immigration-themed narrative. Central to the section is an understanding of 
migration as metaphor for the transformation of the self, for every child – non-
migrants included. This perception is condensed into the claim, “In a sense, Geraldo 
is every student” (Splitter & Sharp, 2000, p. 8). What follows looks at both the 
universalizing and the metaphorical dimensions of this claim. The argument is made 
that this component of the manual establishes for the teacher what is to count as 
‘philosophy’ in CPI around this narrative. In theoretical terms, a model of the subject 
P4C is established in the manual; that model, it will be recalled, is a component of 
the RD. The manual that provides the teacher with the RD also embeds an ID. The 
model of the subject established in the RD constrains what counts as legitimate 
content in the ID. 
6.1 MIGRATION 
6.1.1 Migration as universal experience 
The introductory section of the manual develops two perspectives on 
migration: a sociological account, and a philosophical account. The sociological 
account provides an overview of the specificity of the international migrant situation 
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in a social context. But this overview weakens through the exegesis as the authors 
universalize Geraldo’s situation as a migrant to relate it to those who move interstate, 
and from rural to urban Australia, and then to every student.  
The philosophical account gives a new perspective to observe migration as a 
metaphor for formation of self. This account of migration provides a solid base to 
discuss ‘democratic education’ and ‘global consciousness’ as the predetermined aim 
of Community of Philosophical Inquiry. The study begins by looking at the 
sociological account. 
6.1.2 Geraldo, the international migrant 
According to the exegesis, someone who migrates experiences a triple loss: 
• He [sic] loses his sense of place 
• He enters into an alien language 
• He finds himself surrounded by beings whose social behaviour, norms and 
traditions are very unlike, and sometimes even offensive to, his own 
(Splitter & Sharp, p. 7).  
In other words, migration is a kind of ‘dislocation’ of three main pillars of the 
formation of identity: place (origin), language and social norms. Losing all three 
factors may impact deeply on the formation of self. Moreover, this dislocation has a 
negative impact on the sense of ‘safety’ in calling a place home. Linguistic 
dislocation affects migrants at the societal level. Language is the key factor in the 
formation of social identity of a person. Losing this tool, the migrant will lose the 
social interaction skills they had in their home country. What remains is a migrant 
isolated in their world from the rest of the world; there is a disconnection between 
self and the rest of society. In this case, the second factor of identity has lost its 
function.  
The third dislocation likewise has an impact on the social identity of a migrant. 
Another factor in successful social interaction is recognizing the social and ethical 
norms of a community. In the process of learning new social and ethical norms, the 
migrant engages in comparing the home’s cultural and ethical norms with those of 
the new community. This comparison helps the migrant to understand that social and 
ethical norms are not fixed facts of all human societies. But, it is still humans who 
create the social norms that can be of optimum benefit for the good of society.  
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After having such a destructive experience, migrants need to find not only new 
ways of identifying their identity and re-constructing their ‘selves’, but also new 
ways of describing and presenting themselves at the societal level. In the case of 
Geraldo, the young migrant speaks about his difficulties in facing a new country, 
language and people with unfamiliar social norms: the triple loss of many people 
who experience international migration. Geraldo tries to sketch the journey he has 
undergone to re-define himself and his identity in the context of a new country. From 
this point on, however, the exegesis generalises Geraldo’s experience to all who live 
in settler societies such as Australia and the US.  
6.1.3 Generalization of Geraldo’s experience to all in settler societies 
internationally 
The reality of migration as a social phenomenon is a tangible experience for all 
of us who live in multicultural communities of migrants and refugees. The manual 
calls attention to the experiences of migrants who have more or less similar stories of 
self-formation as that of Geraldo: 
…Most people who live in such countries as Australia, the United States and 
Canada are either immigrants themselves, or the children or grandchildren of 
immigrants (p. 7). 
In other words, it is suggested that the story of Geraldo was once our story or 
our families’ story of relocation. Indeed, the manual’s effort focuses on the idea that 
the world-view presented by the narrative and the manual can be discussed as an 
effective view point that can help migrants to resettle with the least social harms. But 
then, it is stated that international migration is not the only form of migration; 
indeed, the dislocations of the triple loss are downplayed:  
Migration across national frontiers is by no means the only form of 
immigration. In many ways, given the international and increasingly 
homogeneous nature of metropolitan culture, the journey from, say, outback 
Queensland to Sydney is a more extreme act than a move from Bombay or 
Buenos Aires to Sydney (Splitter & Sharp, 2000, p. 8). 
This statement is cause for consideration: how might an interstate move within 
Australia or a move from a rural to an urban area be considered as a more difficult 
experience of dislocation, than an international move across ethnic cultures, 
countries and languages? The statement is hedged: “In many ways” yet, in terms of 
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the triple loss which is stated earlier in the exegesis about interstate relocation, the 
rural-urban interstate migrant will not necessarily experience loss of the sense of 
familiar language; moreover, loss of the sense of familiar social norms may not be as 
deep. The point here is that the particularity of the experience of the type of 
international migration known by Geraldo is likely to be obscured by comparison 
with that of the rural-urban interstate migrant in Australia. But this is only the first 
generalizing move: migration is then used to describe the experience of all: “in a 
sense, Geraldo is every student” (p. 8). To understand this move it is necessary to 
consider a second representational dynamic in the exegesis: the use of migration as 
metaphor. It is to this that this analysis now turns.   
Immediately after this generalisation, the exegesis presents a philosophical 
perception of migration. Perceiving migration as metaphor for the journey of 
formation of self has a bilateral impact: philosophical and sociological. The next part 
of this chapter reflects on this account. 
6.1.4 Migration as metaphor 
 Although the phenomenon of immigration is a real sociological phenomenon, 
it is used also as a metaphor in the manual. The reader/teacher is encouraged to think 
in this way, identifying migration as one of ‘the richest metaphors of our age’: 
Migration offers us one of the richest metaphors of our age. The very word 
‘metaphor’, with its roots in the Greek words for bearing across, describes a 
sort of migration: the migration of ideas into images. Migrants – borne 
across cultures – are metaphorical beings in their very essence; and 
migration, seen as metaphor, is everywhere around us. We all cross frontiers 
(or should cross them) as we grow in understanding of other cultures, 
languages and world-views. In this sense, we are all migrant peoples… 
Migration, then, is a metaphor for the transformation of the self – a process 
of changing an old self into a new one; a process that each of us should 
undergo during the educational process, whether we travel to other countries 
or not (Discovering our voice, p. 8).  
According to the exegesis, observing a social phenomenon like ‘migration’ as a 
metaphor reminds us of all sorts of dislocations that we experience every day. But 
the dislocations can be overlooked due to the fact that they are not as obvious as 
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geographical dislocations. Perhaps this is why the manual seeks to generalise and 
universalise the experience of migration.   
The exegesis goes on to claim that migration is a metaphor of transformation of 
self through the journey of life. An educational life engages us with continuous 
change of the framework of our mind and our belief systems. Viewing immigration 
as a metaphoric entity leads the exegesis to the point where this experience is 
universalised beyond even the rural-urban interstate Australia migrant to all human 
beings who undertake an educational journey: further on it is shown how this 
metaphorical move can both help and hurt those who are affected by migration and 
induce dislocation in multicultural societies. In theoretical terms, the manual as the 
RD legitimizes a model of the subject which understands migration as a metaphor for 
a journey towards redefining identity – a journey that can be generalized to all 
human beings. 
6.1.5 Universalizing and its philosophical impact on migrants 
In the process of learning, the learner at all times experiences several 
dislocations from the departure point of the knowledge they have already gained to 
the new destination of that knowledge.  In this sense, the existing identity of a learner 
is a fluid one that is engaged constantly in creating the new one. This knowledge 
may vary from our understanding of a new culture, new language and new social 
regulations to our understanding of ‘self’, our identity and our capacity to exist 
meaningfully. This is the essence of Geraldo’s relocation as a migrant, which is 
embedded in the narrative:   
…in a sense, Geraldo is every student. His old self could be described as 
myopic, nationalistic, simplistic, rooted in one language, one culture, one 
way of looking at the world; while his new self is a self that communicates 
between cultures, speaks at least two languages and develops the capacity to 
see that world from the perspective of other cultures (p. 9, emphasis added). 
In other words, the exegesis universalises Geraldo’s status to every student on 
the educational journey. Geraldo’s experience of transformation of his ‘self’ through 
engaging in constructing his new self in the framework of the new country is 
universalized here in the exegesis. Viewing migration metaphorically gives purchase 
on the formation of a fluid ‘self’ through the educational journey of our life; learning 
about whatever is beyond our national and our mental frontiers is a migration from 
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old to new frontiers. A constantly changing overview of the world helps students 
expand their perspectives to different cultures, languages, and social norms. 
Therefore, our experiences of the world are not fixed and absolute.  
This perception initially presents a new aspect of the phenomenon of 
migration: namely, the intra-personal aspect, which reflects on the process of shaping 
individual identity and not the sociological dynamics of migration.  
The presupposition of this metaphoric understanding of migration is a 
philosophical phenomenon of ‘doubt’. Geographical migration provides the 
opportunity of confrontation with new possibilities, and with this, the phenomenon of 
doubt appears to question all presumed outlines of beliefs to establish new mind 
settings. 
6.1.6 Doubt as the departure of educational journey 
Passing beyond our mind’s set frontiers presupposes the phenomenon of 
‘doubt’. On one side, the dislocation and the geographical migration, which involves 
the triple disruption, prepares the migrant to experience reality from a new 
perspective: 
…[w]hat Geraldo learns on his journey across cultures is the phenomenon of 
doubt. Slowly he comes to distrust all those who claim to possess absolute 
forms of knowledge; he comes to suspect all ‘total’ explanations, all systems 
of thought which purport to be complete. He becomes a symbol of 
questioning and uncertainty (p. 9). 
Observing ourselves as metaphoric migrants, we can take the opportunity to 
revise the permanent and absolute picture of the world that we have already 
established. This moment of doubt and revision, as the manual claims, leads us to a 
richer picture of the world in which every human being is essentially unique and 
there is no universal form of human nature; each individual provides possible models 
of human behaviour. 
Going beyond rigid mindsets on cultural and social facts teaches us how to 
tolerate the other’s viewpoints on the world. The existential perspective enables us to 
deeply respect and care for others’ experiences of perceiving the world as the main 
source of their knowledge of our everyday experiences.   
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Encountering unfamiliarity provokes us to attempt to understand what we are. 
But some people do not have any intention of choosing this way: 
Some people are content to remain ‘where they find themselves’, not 
wanting to undertake the seemingly endless process of revising their way of 
looking at the world. They want to feel ‘safe’ and ‘certain’ about their own 
identity and culture. Other people think that only through participating in the 
process of change can they begin to understand themselves, other people and 
the world of nature (Sharp & Splitter, 2000, p. 13) 
Splitter and Sharp are saying that some people may feel ‘safe’ holding to their 
past heritage and their facticity as unchangeable factors of their identity and never 
feel any urgency to change their viewpoint on the world and thereby to lose the touch 
of safety in their life. At the same time, there are others who feel that urgency, or are 
pushed through an experience of homelessness and dislocation over which they have 
no control, but in both cases the result is the same: engaging in the procedure of 
leaving the fixed routines of beliefs and reaching a fluid understanding of the world. 
In the educational process, it is uncertainty about absolute knowledge which opens 
the gate to democracy as a way of life.  
6.1.7 Democracy: The migrant’s new home 
As discussed earlier in this thesis, CPI can give an account of democratic 
education which transforms students so that they can become part of a deliberative 
and communitarian citizenry (Burgh, Field, & Freakly, 2006). According to the 
manual: 
…The vision underlying Geraldo’s story is, then, the immigrant’s vision but 
it is also a vision that can help all of us to rethink what we mean by good 
education and participating in a strong democracy made up of many 
languages and cultures …To experience any form of migration is to 
experience a lesson in the importance of tolerating others’ points of view – 
assuming, that is, that one’s new home is a democracy. It could almost be 
said that migration ought to be essential training for all would-be democrats 
(Sharp & Splitter, 2000, p. 9). 
In other words, the migrant is a person who has already passed the frontiers of 
the immediate framing of their mind and been prompted to observe the world from 
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alternative perspectives. This is a properly educative experience; moreover, it is the 
wellspring of democracy on a personal and societal level. 
CPI can be viewed as an ideal educational system in which democracy is both 
goal and method of instruction. It does this by taking an existential account of the 
human being who is completely free to determine his own nature and choose what he 
may become as fundamental to human existence, and further by observing the human 
being as a metaphoric migrant through the educational process of shaping individual 
identity. Tolerance, respect and trust are valued in such a democratic setting. This is 
consistent with the initial aim for the philosophical community of inquiry, that is, 
education for democratic citizenship.  
According to Dewey (1916), democracy ‘is more than a form of government, it 
is primarily a mode of associated living, of conjoint, communicated experience’ (p. 
87). Dewey’s ideal of democracy is that of a strong democracy: a process of shaping 
community with deliberative communication (Burgh, 2014). In such a process the 
stress is not just on participation but on the quality of participation; shifting to civic 
values like tolerance, listening attentively and being open to alternatives. Such a 
democracy is a fluid and on-going process of socio-cultural construction and citizens 
of this democracy focus on common experiences, cognitive processes, different 
approaches to cultural translation and the discourse of empowerment, which are 
means of cognitive formation of self and others (Burgh, 2014). The democratic 
educational system tries to make students critical and challenges them to understand 
the world as being made and therefore as changeable and able to be recreated and to 
be transformed. In such an educational system, students have an integral role in 
shaping democracy, and that democracy is an educational process, not something to 
educate toward. Building on Dewey’s notion of education as communication, and 
Lipman’s constructive pedagogy, CPI can be understood as an educational 
community in which diverse perspectives are brought into ongoing meaning-making 
processes of will-formation. That means a practice for creating amd imagining other 
possibilities for the current situation. In this case, CPI presents a model of democracy 
as inquiry which in itself is an educative process (Burgh, 2014). 
Ideally as the exegesis in the manual claims: “[Through transformation of the 
self,] such an educational process would be committed to the ideal of educating for 
global consciousness” (Sharp & Splitter, 2000, p. 8). In other words, the procedure of 
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transforming an old self into a new self through an educational process is the ideal of 
educational systems that lead to a global consciousness. But what kind of 
transformation is mooted here? How might metaphoric migration result in this kind 
of transformation? 
The existential perspective sheds a light on the ego of each student who is a 
member of the group, but also has unique needs, feelings and world-views that are 
worth investigating. At the same time, through CPI these unique perspectives and 
points of view ought to be shared through deliberative dialogue. Sharp (2007) 
suggests that putting our ego in perspective can be reflected in being an attentive 
listener and building on others’ ideas through the dialogue in CPI. 
Moreover, existential education aims at awakening the awareness and 
consciousness of ‘self’. In sharing world-views through CPI, we can also share the 
multiplicity of ideas that exist in the community. This is a sign for an awakening of 
consciousness of self and others and the diversity of experiences that exist in the 
community. As the students are introduced to the world-view of others, they start to 
feel the delicacy of being human. This involves developing non-egocentricity; that is, 
cultivating an attitude or a way of being-in-the-world that provokes students to 
confidently develop meaningful beliefs through inquiry with each other. When 
students experience sensitivity and empathy in the course of CPI, they may perceive 
that their ideas would be richer and more comprehensive if observed in the context of 
diverse world-views. Such a community would hold together not only through the act 
of communal inquiry, but also through feelings of solidarity and loyalty (Sharp, 
2006). 
Members of CPI are individuals with feelings, hopes, weaknesses, and 
strengths. Such a group of individuals can cohere as a community by becoming 
aware and conscious that their participation is vital for the growth of the community. 
Feeling responsible for holding and shaping the community encourages them to take 
conscious steps in dialogue and positions for the good of their community (Sharp, 
2007). Such loyalty is the product of the cognitive, social and emotional engagement 
of each member of the community in order to reach a feeling of ‘belonging-together 
in an attempt to come to understand the world’ (Sharp, 2007, p. 12). Through the 
dialogue, students experience their progress in understanding themselves and the 
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world around them; they become conscious of their role in sustaining inquiry in the 
community.  
To conclude, the transformation that is invoked in the exegesis entails 
becoming conscious of the uniqueness of ‘self’ and the ability to shape that ‘self’ and 
also the vigorous role of that ‘self’ in shaping the community to which we belong. 
Each member of a CPI reaches to the understanding that it is the diversity of ideas 
that enriches the whole understanding of their community of the world around them.  
As mentioned at the beginning of this chapter, the second move toward 
identifying the philosophical underpinnings of the narrative is through analyzing 
those leading ideas that deliver philosophical word-view derived from the narrative.  
This part of the thesis looks at the leading ideas, in which the philosophical 
concepts of Geraldo are developed to educate teachers. Table 6-1 below shows the 
philosophical concepts found in each chapter of the narrative: 
Chapter Philosophical concept 
One Migration, thrownness, poetry, 
paying attention, identity 
Two Death, growing backward, time 
Three Existential despair, friendship 
Four Translating 
Five Thinking, understanding, being a 
‘person’ 
Table 6-1: Geraldo’s philosophical concepts 
 
These concepts are presented as ‘leading ideas’ in the manual, that is, as main 
topics for discussion in the classroom community of inquiry. In what follows, each of 
the concepts in Table 6.1 is addressed in turn. Some have already been discussed; 
they were addressed when the ethical approaches of the narrative were analysed 
earlier in the previous chapter. 
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6.1.8 Summary 
The aim of the preceding section was to look at the introductory part of the 
manual. In this part the teacher is presented with what counts as a ‘philosophical 
understanding of migration’ according to the narrative. The analysis showed that the 
manual instructed the teacher to the specific perception of the notion ‘migration as 
metaphor for the self transformation’.  This content of the manual can be understood 
as the model of the subject in the RD. This component of the RD regulates what 
counts as legitimate philosophy as ID in relation to the narrative Geraldo. The next 
section of the analysis turns to this ID.  
6.2 LEADING IDEAS 
Leading ideas entail philosophical and ethical content derived from the 
narrative. The exegesis on each leading idea provides the teacher with a specific 
philosophical and ethical approach in understanding the narrative. This constrains the 
legitimate ID selected for transmission in CPI around the narrative.  
The manual entails 35 leading ideas, 10 of which specifically carry the 
philosophy embedded in the narrative and selected as ID for transmission. Each 
leading idea provides an exegesis that legitimises the model of the subject as the 
component of RD for the teacher. The following is the analysis of those 10 leading 
ideas. 
6.2.1 Leading idea 2: Where we find ourselves 
 Firstly, the study draws particular attention to ‘thrownness’.  This concept, 
which can be found in the first paragraph of the first page of chapter 1 of Geraldo, 
and also in the “leading idea 2” of the manual, is the main signpost to the 
underpinning philosophy of the narrative as a whole. The paragraph reads as follows:  
My name is Geraldo. If I do well this year, I’ll be going to secondary school 
next year. I live in a new country – a strange country. I was landed here. 
Grandmother Carmen says, ‘Geraldo, you were thrown up here.’ It seems so 
long ago. 
There was trouble in my country. One day my parents and grandmother 
packed everything in a big black trunk and we boarded a plane. That’s how I 
got here (Sharp, 2000, p. 1). 
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The story opens with Geraldo, a migrant child, telling us his experience of 
leaving his country of origin because of some unnamed troubles there. His 
grandmother, who accompanied Geraldo’s family to the new country, tells him that 
this dislocation is somehow like having been ‘thrown up’ to the new place. The 
linguistic detail of the text here is telling: ‘being landed’ and ‘being thrown up’, 
passive forms of verbs, were chosen to convey that something has happened to 
Geraldo; his situation was not something over which he had control.  
 At this point, it should be noted that Grandmother Carmen works as a symbol 
of philosophical wisdom; throughout the story, philosophical words appear in her 
apparently ordinary conversations. “Thrownness” is only one of the philosophical 
concepts she introduces into the text.  
Relocation to the new country seems to have been a tough experience for 
Geraldo; although the moment of migration turns out to have been relatively recent, 
for Geraldo so much has happened to him that “(i)t seems so long ago” (p.1). And 
yet, it is only now, after many perplexing experiences, that Geraldo can begin telling 
his story – a story to which thrownness is integral.                                            
The term ‘thrown up’ in the narrative invokes the concept of “thrownness” 
from the existential philosophy of Heidegger. This concept is explicated as leading 
idea 2 in the manual: 
[i]n the mid-20th century a group of philosophers stressed the ‘thrownness’, 
‘facticity’ or ‘historicity’ of each person: that aspect of our existence over 
which we have no control. Each of us was born – but did we choose to be 
born? Each of us was born into a specific culture, with its own language, and 
way of looking at the world. But did we choose these things? No! These are 
aspects over which we are powerless. 
In order to come to know our identity – who we are – one of the things we 
must understand is this ‘thrownness’ (Heidegger’s term) (Splitter & Sharp, 
2000, p. 12). 
The exegesis in the manual legitimizes the perception of Geraldo as a symbol 
of the human being as understood in the existential philosophy of Heidegger. But the 
human being in existential philosophy has special characteristics. As mentioned in 
Chapter 3, in Heideggerian existential philosophy, the human being is introduced as 
Dasein (there-being). Dasein is a typical mode of Being or ‘a way of life’ that is 
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realized by human beings. Also, Dasein is understood as Being-in-the-world that 
encounters other entities. Being-in-the-world existentially is to be understood in 
terms of three notions: thrownness, projection and fallen-ness.  
As already discussed in Chapter 3, as Dasein, the human being has been 
thrown into this world and this thrownness cannot be undone. But Dasein is 
presented with a variety of possibilities for acting onto, which it can project itself. So 
Dasein is a balance between determination (thrownness) and freedom (projection) as 
it encounters all the possibilities. Therefore, the human being in each moment of 
their life with will and freedom can create themselves in a way that can be more 
authentic and less inauthentic. This freedom means that Dasein in each moment of its 
life can sketch a way of life and a possible way for shaping its identity. This freedom 
brings about the full responsibility for the choices the human being makes to build 
their life. 
Dasein has fallen into the world, away from its potential authentic Being of its 
‘self’. Fallen-ness is Dasein’s everyday inclination to be engaged in the world into 
which it has been thrown. Because of this inclination Dasein always is a combination 
of authenticity and inauthenticity. With the free will Dasein can shape itself in a 
more authentic way and shape. In Bernsteinian terms, it is existentialism that is the 
philosophical lens hereby put forward in the manual as the object of instruction or 
ID. 
6.2.2 Understanding Geraldo as Dasein 
Existential philosophy teaches us that we alone are responsible for creating and 
sketching a meaningful life in an unfair world. The manual supports this idea and 
suggests: 
It is important for children to understand that while some of the bad things 
that happen are beyond their control, others are not (Sharp & Splitter, 2000, 
p. 12)  
In other words, the future is not dictated by unfair past experiences over which 
we had no control. As discussed in Chapter 3, the human being’s existential structure 
is called Dasein in Heideggerian existential philosophy. Dasein has been thrown into 
the temporal structural whole that is called ‘Care’ (Sorge). Observing the narrative 
and Geraldo through an existential lens, Geraldo first of all has been thrown into his 
 129 
Chapter 6: Instructing students in the philosophical perceptions of Existential Philosophy 129 
own culture; that is, pre-existing values, beliefs, and history which count as 
Geraldo’s heritage.  
Second, Geraldo has been thrown into a new country, with its pre-existing 
values, beliefs and history. Geraldo has no control over either of the situations. In 
Heideggerian terms, those experiences and factors over which we had no control are 
known as ‘facticity’, which is a characteristic of human being as Dasein. In the case 
of Geraldo these include his cultural heritage, which is his mother tongue and his 
relationship with his friends that he mentions in the story, the troubles in his home 
country that he doesn’t mention in detail, but which were so severe that they resulted 
in his immigration, and the facticity of his status as a learner of English as an 
additional language.  
This past is always with Geraldo but his identity is not constituted by this 
facticity alone. In the world of possibilities to which he is inexorably heading, it is 
Geraldo who should build his identity and the whole world in which he is living. 
Geraldo is the story of a Being in his journey to find his authentic self. Recall from 
Chapter 3 that from a Heideggerian perspective, Geraldo as an authentic being makes 
his past as tradition, applicable to himself, retrieving and internalizing those 
traditions and beliefs, owning them rather than simply following them, to make 
intelligible choices for the future. Such a way of imagining and creating a future by 
bringing the presence of future possibilities in the midst of an appropriated past is 
called ‘thoughtful remembrance’ of past heritage (Hatab, p. 14).  This authentic self 
leads Geraldo’s life, takes responsibility for his choices, picks certain possibilities 
over others and listens to the call of conscience.  It is Geraldo who is responsible for 
creating his world by the choices he makes. 
In summary, the narrative Geraldo is infused with a Heideggerian perspective 
that is explicitly flagged in the accompanying manual. The next concept that carries 
an existential philosophical account in the narrative is the concept of poetry, which 
Geraldo points out in recalling his old days in his home country, where his 
grandfather recited poems for him.  
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6.2.3 Leading idea 7: ‘A poet in my country’ 
Geraldo has a grandfather who links Geraldo to his cultural identity. As his 
grandfather refused to leave home and migrate to the new country, he became the 
symbol of Geraldo’s tendency to hold on to his past. It is with the help of this 
grandfather that Geraldo grasps cultural elements of his home society. In the 
narrative, Geraldo speaks about a poet loved by most of the people in his country. 
Geraldo’s grandfather used to recite these poems by heart so much that Geraldo feels 
the poems have become ‘part of’ him:  
I have to tell you something else. There was a poet in our country whom my 
grandfather loved. Most of people loved him, especially the workers. My 
grandfather knew all of his poems by heart and would recite them to me as 
we walked through the forest and along the beach. The words became part of 
me (Sharp & Splitter, 2000, p. 2). 
What is it that is special about poetry that here makes it a symbol of Geraldo’s 
connection to a vast number of his people, and also to his grandfather? Poetry in 
existential philosophy is understood as an “expression of the soul, of lived 
experience” (Dahlstrom, 2013, p. 166). In Heideggerian philosophy, poetry is of the 
highest position amongst all of external products of the inner experiences of the 
human being. The poet as a historical being exposes his inner lived experience 
through playing with language, which according to Heidegger is the “verbal 
founding of being” (Dahlstrom, 2011, p.167). Therefore, poetry has roots in 
historical humanity and does not come out of nothing. Instead, it opens us to what it 
has already thrown up and the possibilities that may come. What happens in poetry is 
that the poet appropriates past actions and owns them “as a set of models or heroic 
templates” in a form into which the poet creatively projects themself (Wheeler, 2011, 
p.31). When Geraldo says that the words of the poet became part of him, he refers to 
the internalization of the lived experience of the majority of his people and the poet 
of which that the poem spoke.  
The approach of the exegesis to the concept of ‘poetry’ is to give some 
specificities of poetry as a literary genre compared to prose: 
You might begin this discussion by asking the children what they think a 
poet is. If they tell you that a poet is someone who writes or makes up 
poetry, you might ask them for examples of ‘poetry’. Put the examples that 
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the children give you on the board and ask them to look at them carefully. 
Are they words of poetry or words of prose? What is the difference between 
poetry and prose? Does poetry have to rhyme? (Splitter & Sharp, 2000, p. 
22) 
But a proper understanding of ‘why poetry would be so important for Geraldo’ 
is not provided for the teacher, although this part of the manual models a traditional 
pedagogical approach to discuss poetry in the classroom, telling the teacher what to 
do. Considering the literal perspectives of poetry would not give an accurate 
purchase to deliberate philosophically on ‘poetry’. Taking literature as an important 
symbol of cultural identity of a nation, Geraldo tells about the memory of poetry 
recitation with his grandfather. Poetry is an essence of the whole nation’s existential 
experiences. In theoretical terms, although the manual regulated the model of the 
subject, it failed to suggest traditional pedagogical tools as exercises and activities to 
legitimize knowledge.  
Students might also want to explore what Geraldo means when he says that 
words ‘became part of me’ (Splitter & Sharp, 2000, p. 22) 
If the teacher and students do not have a deep understanding of what poetry 
reflects of the social and cultural stories of a nation, then they will not be able to 
discuss why a poem can be ‘part of someone’s self’, as Geraldo explained, and why 
so many people of a community as Geraldo told, memorized a poem.  
6.2.4 Leading idea 10: Who I am 
The concept of identity is discussed in leading idea 10 of the manual. 
According to the exegesis, the story of Geraldo is about ‘how I became who I am’. 
Geraldo uses these words after telling us how his story began as a migrant:  
This is the story of how I came to read in English and to think in two 
languages. It’s also the story of how I became who I am (Sharp & Splitter, 
2000, p. 2) 
In this part of the narrative, the exegesis highlights how human identity is 
interrelated: 
However, one of the most intriguing aspects of this question, [question about 
identity] as children begin to explore it, is that it leads them, inevitably, to 
consider ways in which their own identity and personhood – how they regard 
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themselves – is bound up with the identity of other persons – how they 
regard themselves – and how, in turn, they regard others and others regard 
them (Splitter & Sharp, 2000, p. 26). 
Speaking about personal identity in a way that is bound up with others, rather 
than just one person, declares the impact of existential philosophy regarding the 
concept of identity. Existential philosophy as explained earlier, characterizes human 
beings as Dasein, which is the tension between the individual and ‘public’, and a 
focus on the worldly situated character of human thought and reason. What is meant 
by tension between public and individual is referred to as the concept of authentic 
and inauthentic self in Heidegger’s philosophy; the authentic self is Dasein and the 
inauthentic self is the self that the “They” dictates its norms. But also, Dasein is 
Being-with-others and the world Dasein lives in is always the one it shares with 
others. This refers to the fact that human identity is partly constituted by others 
through things such as cultural or religious factors of our identity. But one should 
consider that unlike other entities whose essential properties are fixed by the kind of 
entities they are, human existence is “self-making in a situation’, which means the 
one that is not fixed by her type, but is tied to what she wants to make of herself and 
who she becomes (Growell, 2010). Existential thought about identity leaves us with 
the idea that identity is composed neither by nature nor culture, but existence means    
constituting this identity (Growell, 2010).  
The exegesis regulates the CPI model of teaching, which requires the setting up 
of an agenda for discussion. It presents some open-ended questions that would be 
helpful in generating a deliberative dialogue about identity: 
…Students can begin to discuss this topic by asking themselves if they think 
they know who they are. If so, do they think that who they are stays the same 
or changes over time? 
Is it possible that some people know us better than we know ourselves, and if 
so, is it possible that no one ever knows completely who they are – that there 
is always a dimension of the unknowable involved (Splitter & Sharp, 2000, 
p. 26). 
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These questions help the teacher to evaluate students’ understanding of the 
concept of identity. Having the same perception of the core concept amongst all the 
community members is the priority of any discussion. In other words, children need 
to know exactly what the core concept meant. This leading idea also provides two 
discussion plans, which I reflect on in the last part of this chapter. Theoretically, the 
exegesis models the subject, which is understanding identity as a multi-dimensional 
concept that is bound to others’ identities around an individual; this subject 
constrains the ID embedded in the RD. 
6.2.5 Leading idea 13: Death 
In telling about his experience of the death of one of his grandparents, Geraldo 
tells how he decided to conquer death ‘like a matador conquers the bull’: 
Some time ago, I learned about death.  
‘Don’t take it seriously, Geraldo,’ Grandmother said. ‘Death is a joke. It 
plays with us. Learn to make fun of it.’ 
My father’s mother, my other grandmother, died. But I didn’t feel like 
making a joke. I decided to beat death at its own game. 
One morning I said to my mother, ‘I’ve decided I’m not going to die’. ‘Oh, 
really?’ Mama said, putting her sewing down. 
‘I want to conquer death the way the matador conquers the bull, Mama. If I 
figure out a way to make time go backwards, I’d never die’ (Sharp & 
Splitter, 2000, p. 5) 
Geraldo shares the main experiences of his life that have deeply affected his 
identity formation, one of which is death. It seems that Geraldo thinks that death is 
the main barrier to having a good life, a life as long as one desires. But what is 
strongly recommended in the manual is the observation of death as a part of life 
experience: 
Yet, death is as much a part of experience as life, and it is something that all 
of us, children included, have to confront sooner or later. It is a formidable 
fact of nature that all living things die…Death is going happen to us all and 
there is nobody who can die for us (that is, instead of us) (Splitter & Sharp, 
2000, p. 32) 
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As mentioned earlier, at each moment of life, Dasein is Being-ahead-of-itself, 
and towards the possibilities. What completes these possibilities and Dasein’s life is 
death. Dasein understands death through experiencing others’ death, exactly like 
Geraldo’s first encounter with death, which was experiencing his grandparent’s 
death. However, this type of perception of death is inauthentic and for Heidegger, is 
not experiencing it in its genuine sense. While Dasein cannot experience its death as 
actual, Dasein should face its own death as a possibility that is always before it and is 
inevitable (Wheeler, 2011). The exegesis suggests the idea that: 
We are frightened of a death that could come like a thief in the night before 
we have had a chance to really live. This fear is most real when we have not 
learned to live in the present – to enjoy the experience of every single day. 
It is comforting to think that the more fully we live, the easier it is to let go 
and die when the time comes (Splitter & Sharp, 2000, p. 32). 
The possibility of death is peculiar among all of Dasein’s other possibilities 
and remains as a possibility until it becomes actual. At that time my death would be 
mine in a radical way. The awareness of my own not-being gives my whole being-
able-to-be a proper perception. But for Dasein, the authentic confrontation with death 
is being aware of death as a possibility that the whole system of ‘Care’ is being-
towards-death. So the possibility of not existing confines the whole existence. And 
anxiety is the state of mind that appears to Dasein as it finds itself facing toward 
nothingness. And this anxiety made Geraldo think about a way to conquer death, 
namely, growing backwards. However, this anxiety can be conquered considering the 
fact that, as with thrownness, I have no choice, death is always present in the whole 
range of possibilities we face every day, and when the time comes, that possibility 
becomes actual whether we are finished or not. So life and free will exist between 
two radical events: birth and death. Speaking about death as the most real fact of 
human existence is central to existential philosophy. 
The exegesis tries to implement the idea of ‘living in presence and making the 
best out of our everyday life’ by speaking about Nietzsche’s (1997) doctrine of 
‘eternal return’; The eternal return is basically the theory that there is infinite time 
and a finite number of events, and eventually the events will recur again and again 
infinitely. Based on this theory, the exegesis concludes that we should live our life in 
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the best way, a way in which we always want to remember it, having no fear of 
living it forever and ever.  
The ID that is embedded in the exegesis respects the idea of death as an 
important concept of human existence that shapes the identity. From a theoretical 
perspective, this ID is regulated as the model of the subject, which is explicit in the 
exegesis. In discussing Nietzsche’s theory, the exegesis continues focusing on the 
significance of the life that we have in order to make the best out of our possibilities. 
Following that, the exegesis encourages teachers to create opportunities for students 
to raise a fundamental question about why this type of theory has emerged, stating 
that “[s]tudents could consider why anyone would give such advice” (Sharp & 
Splitter, 2000, p. 32). 
Next, the exegesis considers the fact that the concept of death as either an 
ultimate end or as immortality is a focus of every culture or religious tradition, and 
that since there is no definite human knowledge about death as an ultimate end or a 
passage to the world after, then we need to respect various traditions and outlooks on 
this concept. 
Since this is an area where our lack of certain knowledge about what is 
going to happen co-exists with strongly held and cherished beliefs about 
what is going to happen, it is important to listen to all such beliefs and 
theories, and treat each with respect (Splitter & Sharp, 2000, p. 33). 
Putting it as a logical statement, the lack of certainty about the after life 
presents us with the logical conclusion that all the various perceptions of death have 
the same right to be respected and acknowledged. The exegesis in this paragraph 
regulates the model of the CPI inquirer constructing the good inquirer as someone 
who respects various ideas and cultural and religious traditions. This component of 
RD is to be instructed according to an ID. The legitimized knowledge that is 
constrained as ID here is not being radical about certain beliefs due to the uncertainty 
of knowledge. The next concept into which the manual provides philosophical 
insight is ‘time’, a concept which has puzzled Geraldo for ages.  
6.2.6 Leading idea 15: Time    
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Time for Geraldo is a mysterious entity; he tries to force time to go backwards 
but it does not work: “I started to think about time when I first came to this country” 
(p. 16). The exegesis provides scientific and also philosophical perspectives on the 
concept of time: 
Time is a perplexing concept. We think of it as one of the dimensions of our 
experience (along with the three dimensions of space)…If we distinguish 
time from the measurement of time, we could be tempted to say that time 
itself does not exist…There are those who think that time can be equated 
with change (Splitter & Sharp, p. 35). 
Here, the exegesis suggests that surely time is not a tangible entity in itself; time 
along with space sets a framework in which we experience the world. And we cannot 
think or experience anything out of this framework. We can call such an explanation 
experiential time. A time that can be measured can be called the chronos: 
In talking about how we experience time, some philosophers and theologians 
distinguish chronos from kairos – chronos referring to clock time, kairos 
referring to fulfilled time, or time unheeded. When one is deeply involved in 
an activity such as a creative project, the contemplation of an aesthetic work 
(e.g. listening to music), or simply playing (as a child plays), one becomes 
oblivious to time – time seems to ‘disappear’ (Splitter & Sharp, p. 36). 
According to the exegesis, chronos, both the term and the meaning, is rooted in 
ancient Greek understandings of clock time, which can be measured as seconds, 
minutes, hours, weeks and so on. It is a quantitative time. In contrast, kairos is 
qualitative and measures our moments and not seconds; imagine taking a breath in 
and in the pause to exhale, fate can be changed.  
Such understanding of time can enhance perception of students’ existential 
experiences. Such time can be known as existential time: a living-time, ‘a time which 
we are in enacting it’ (Mueller, 1946, p. 428). This means that being temporal is 
essential and primordial for living and temporal reality; existential time is a 
precondition for experiential time (Mueller, 1946).  
Furthermore, any existence has its own time and it has its own temporal 
measurement in itself. The value of such time is not according to the functioning of 
clock time, but depends on the will to renew and encompass the traditions and claims 
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on the future. According to Augustine, the present time is the time of moral decision 
and being responsible for the right and the wrong; such time is a decisive time and it 
is this ‘care’ for being responsible that entails the past and future (Hausheer, 1937).  
From a theoretical perspective, the exegesis regulates the model of the subject 
which is observing ‘time’ as a concept that can mean differently from different 
standpoints; that is how Geraldo could claim that he experienced time identically. 
This component of RD constrained as ID is embedded in RD. 
The next philosophical concept embedded in the narrative is developed in 
leading idea 16 on ‘growth and change’. The underpinning ethical concepts of this 
leading idea have already been analysed in the previous chapter. Chapter 3 of the 
narrative raised two philosophical concepts: existential despair and friendship. The 
idea of happiness in leading idea 19 brings about the concepts of happiness and 
despair and the role of friendship in this regard. 
6.2.7 Leading idea 19: Happiness and unhappiness 
This leading idea has already been analysed and studied in detail in the 
previous chapter. In the narrative, Geraldo tells us about his feelings as he first 
attends school in the new country: 
Leaving my old country, my grandfather and my friends was so sudden that I 
wanted to stay silent forever. I didn’t want to speak to anyone at my new 
school.  I wanted to hide under a chair in the slow learners’ room. Going to 
school was like crawling in a long dark tunnel. The birds fled away from me, 
noises drowned me and the bright lights of the school building crushed me. 
Weariness followed me around everywhere and I ached all the time.  
I thought the school had a strange odour, as if it smelled of iodine. It was so 
white and huge (Geraldo, p. 9). 
Geraldo speaks about his devastation after leaving his country and leaving 
most of his loved ones behind. This devastation is present even in his everyday 
activities and thoughts. And it gets so intense that Geraldo feels it like ‘a strange 
odour’. His feeling is acquainted with ‘despair’ in the manual. The exegesis gives a 
two-paragraph expression of Geraldo’s experience of his early days at his new 
school: 
 138 Chapter 6: Instructing students in the philosophical perceptions of Existential Philosophy 
…He feels deserted, abandoned, afraid: ‘Weariness followed him around 
everywhere and he ached all the time.’ 
Sartre would use the term ‘despair’ here. We feel despair, he suggests, when 
we feel we can’t count on others to help us. This seems to characterise how 
Geraldo feels – he can’t count on his teacher, his friends or his parents for 
help… He does know one thing: he cannot speak or read English – and this 
seems to be the key to success in his new country. 
Geraldo thinks his new school had a strange odour – this might be his 
particular (heightened) response to feeling a sense of despair (Splitter and 
Sharp, p. 43). 
The exegesis speaks of a term that existential philosophers use as human 
experience of the world: despair. It is worthy here looking briefly at the concept of 
‘mood’, and ‘feelings’ in existential philosophy. This helps to understand Geraldo’s 
feelings not only as emotional ups and downs, but also as a lens through which 
Geraldo encounters everything around him.  
As Ratcliffe declares, we experience the world through our feeling bodies. 
Those feelings that are responsible for the meaning of life and are the background 
structure of intentionality are known as ‘mood’ (Ratcliffe, 2009). Mood is more often 
used to express those states that are responsible for giving significance to the 
experienced world.  
Heidegger believes that we do not experience the world disinterestedly; rather, 
we find ourselves in it and we are entangled purposefully with it. Thus, the world 
that we inhabit is formed as a web of practical and goal-oriented relations, and we 
experience things according to what they offer us in relation to our different projects 
(Ratcliffe, 2009). This means that things appear to us in various practical 
significances; the potential activities offered by an object might be shown as 
pleasant, pressing, interesting, boring or so on. Therefore, we experience people, 
objects, and situations in the world according to the diverse types possibilities that 
they may provide us and according to different ways that they matter for us; different 
emotions appear in terms of the space of possibilities that appears to us. For example, 
in disappointment, the space of possibilities has narrowed or some significant 
possibilities are permanently gone for us (Ratcliffe, 2009).  
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Moods, as Heidegger proposed, constitute the variety of ways in which we can 
experience things that as matter for us. Then moods are presupposed by intentionally 
directed emotions; mood is a background sense of belonging to a meaningful world 
(Heidegger, 1962). It is mood that constitutes a phenomenological context in which 
intentionally directed experience can be possible: ‘the mood has already disclosed, in 
every case, Being-in-the-world as a whole, and makes it possible first of all to direct 
oneself towards something’ (1962, p. 176).  Therefore, emotions mostly are 
intentional states, whereas moods are presupposed possibility spaces in which we 
find ourselves. Emotions always are created in the context of moods and even they 
are deeper than an intense emotion (Ratcliffe, 2009). 
In the case of Geraldo, in the new school he finds that all possibilities for 
experiencing a happy life have gone: friends, grandfather, language, and so on. So 
the possibility of making a friend such as he had at home seems narrow for him and 
this makes him feel disappointed and experience personal despair over his whole life. 
His silence is the first representation of such a feeling. Despair in the Sartrean way is 
a deep disappointment of those aspects of the world that are beyond our control; but 
as we see in Geraldo, he did not abandon himself to inaction. As Sartre (1956) 
believes, such a feeling should lead us to act, as there is no reality for the human 
being except action; everyone wholly can be defined according to what they actually 
do rather what they have done or might have done in a different circumstances.    
Since the body is the vehicle of being in the world, we experience and 
understand the world primarily attached to our thoughts, practical, purposeful and 
bodily connectedness with it (Ratcliffe, 2009). Existential feelings or moods are not 
totally separate or static states from emotions; instead, they are tangled with aspects 
of the experience which shape each other. This means that any change in the mood 
often brings about an intense emotion or series of related emotions. And when 
intense emotions arise from mood changes, the process has a bodily nature (Ratcliffe, 
2009). For Geraldo, migration brought a dramatic and enduring change in the space 
of possibilities in front of him, so what he felt bodily cannot be removed from world-
experience.  That is why Geraldo speaks of a constant ache and the strange odour of 
the new school. It seems that the exegesis in this part does not provide a 
sophisticated philosophical knowledge about the existential feelings that Geraldo 
expressed in his story. Further it is shown that the discussion plan that is designed for 
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this leading idea has missed the opportunity to create a space for discussing 
existential feelings such as despair. In theoretical terms, the exegesis regulated an ID 
through modelling the subject; that is, observing Geraldo’s feelings from an 
existential perspective that is called despair.  
6.2.8   Leading idea 27: Thinking 
Leading idea 27 points to the concept of ‘thinking’ derived from the narrative: 
Even though I had been put in a slow learners’ class, that didn’t mean that I 
didn’t think one of the things that I thought about was time. The day finally 
came when I was able to explain my theory of time to the class in English. 
(Splitter & Sharp, 2000, p. 16 ). 
Geraldo emphasizes that being a slow leaner for a specific period of time did 
not mean that he couldn’t think even at that time. But what is thinking for Geraldo? 
He proposes a theory about time as an example of ‘thinking’. The manual focuses on 
the concept of ‘thinking’ in this leading idea: 
Thinking is a generic term for mental activity: reasoning, imagining, 
dreaming, conjuring up, deciding, solving, reflecting, abstracting, 
classifying, deliberating, considering, judging, etc.  
… thinking is not just a matter of abstracting from experience. It functions in 
other directions as well, preceding, schematising and organising our 
perceptions of the world. In this sense, perception is to some extent, based 
upon and derived from the way we think (Splitter & Sharp, 2000, p. 54). 
The manual provides a cognitive theory-based explanation of the concept of 
thinking: thinking as mental activity. The exegesis suggests that thinking is not just 
the act of abstracting from experiences, but can be classified as ‘preceding, 
schematizing and organizing our perceptions of the world’ (Splitter & Sharp, 2000, 
p. 54). Then our perceptions of the world and our experiences are highly affected by 
our way of thinking. Any type of mental activity – like dreaming, imagining, 
deciding, judging, interpreting – is a mental process that creates specific perceptions 
of our direct experiences, or others’ experiences, of the world.  
Although the exegesis points out that there are various theories about 
‘thinking’ and students may generate other ideas in this regard, it does not provide 
enough overview of those conflicting theories for a teacher who might not have a 
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background in these philosophical theories.  The underpinning ID in this exegesis is 
not supported by any ‘exercises’ to empower the understanding of different aspects 
of thinking. In theoretical terms, the model of the subject that is regulated in the 
exegesis which is constrained as ID concerns the concept of ‘thinking’ from 
cognitive theoretical framework. 
6.2.9 Leading idea 29: Understanding  
Geraldo claims that although he is regarded as a slow learner, he can think 
properly; he has a theory about time. In the following section of the narrative, he 
claims that his classmates seem to understand his theory: 
Maybe it wasn’t perfect English, but they seemed to understand what I was 
saying. I figured that out from the questions they asked me when I finished 
talking (Sharp, 2000, p. 16). 
The manual focuses on the idea of ‘understanding’ in leading idea 29 and tries 
to distinguish between the concepts of understanding and knowing: 
We may know something but still feel puzzled by it; we may yearn to make 
sense of what we know. This process of ‘making sense’ of things is 
something which we can do only for ourselves. It is the process, which leads 
to understanding (Splitter & Sharp, 2000, p. 56). 
The exegesis provides basic ideas about the difference between knowing 
something and understanding that thing. It points out that knowing something means 
taking meaning out of it, through interplay between new knowledge or information 
(elements of our experiences) and existing concepts in our minds.  But to understand 
means to identify and embrace the relationship between the facts which are already 
gained or known. Grasping the relationships between components of knowledge 
leads to the point that we can apply our knowledge to fulfill a purpose. We can 
deepen our understanding if we can relate our existing knowledge and generalise it, 
creating relations between aspects of it and making patterns to gain further 
knowledge and predict what may come after: 
Understanding, as an aspect of meaning, requires an awareness of the 
structures and relationships underlying the components of our knowledge… 
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[U]nderstanding is a matter of degree, and most of us can sense when we 
have arrived at the satisfactory level of understanding (think of the feeling 
which accompanies the words: ‘Now I get it!’) (Splitter & Sharp, 2000, p. 
57). 
As the exegesis recommends, understanding entails levels, and can be deeper 
and deeper. Understanding something provides us with an insight about that thing; 
these insights build our perceptions and help us to make sense of the world around 
us. Feeling satisfied about the level of understanding of something is not an absolute; 
instead, it is a relative concept. The exegesis tries to help teachers to understand their 
students’ desire to understand and their craving for meaning instead of asking them 
to stop searching and deepening their understanding; this is why the exegesis speaks 
about the levels of satisfaction.  
However, the type of reasoning in the exegesis may create some troubles, for if 
we seek to meet everybody’s satisfactory level of understanding then there would be 
no chance for mass education systems. There should be a definite level of 
understanding for children of the same age that educators have consensus about; then 
they can provide enough facility to create a proper level of understanding in their 
students. That may not be an accessible approach to explain understanding as a 
matter of degree.  
According to the exegesis, the model of the subject that is regulated as ID is 
observing the concept of thinking and understanding according to cognitive theory, 
rather than an existential framing. This claim refers back to the previous leading idea 
that observed thinking and understanding as mental activities according to cognitive 
theories. This exegesis is not supported by any exercises and it only entails a 
discussion plan to set up deliberative dialogue, which will be looked at in the last 
part of this chapter. 
6.2.10 Leading idea 30: Translating 
Geraldo tells us about a classmate who can translate between English and 
Spanish: 
…Dolores is very smart. She can speak English and Spanish well, and can 
read in both languages. She has no problem translating (Sharp, 2000, p. 15). 
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What Geraldo means by translating here is a general definition for this term: as 
relating and connecting meaning of a source language text by means of a counterpart 
target-language text. But in this leading idea, the manual provides alternative insight 
into translation: 
…we can translate the ideas in a poem into a picture. We can also translate 
words into symbols, as in algebra or formal logic (although students often 
have difficulty appreciating that there is any connection between the 
symbols and their own language). 
If we are to understand what other mean by their words and actions, we need 
to engage in certain forms of dialogue with them, in order to elicit this 
meaning…the process of engaging and eliciting can also be called 
‘translation’ (meaning-making) (Splitter & Sharp, 2000, p. 58). 
This section of the exegesis suggests that translating can be understood as 
eliciting and clarifying meaning through constructive dialogue and going below the 
surface to understand the speaker’s worldview and perceptions. This kind of 
translation may be perceived as interpretation. 
In theoretical terms, the exegesis models the subject which is constrained as ID 
embedded in RD, that is, an existential approach to the concept of translating and 
interpreting. In Heideggerian existential philosophy, every translation is an 
interpretation. In the case of translating between two languages, even though there is 
a lack of coincidence between languages, translation clarifies the contexts within 
both languages. Moreover, translation is more than just transporting us into another 
language, because it would help us to clarify and unfold our own language through 
encountering another language.  
 Any translation and interpretation within the same language is much harder 
because we think we understand our own language, so we do not think further about 
it. As a result, clarifying assumptions and definitions is harder in the same language. 
But CPI helps students to clarify their thinking and their meaning through 
constructive dialogue and through the process of translating: 
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Philosophy for Children is an attempt to help children make meanings 
through the process of translation – both as an end in itself and as a means to 
extending the process of inquiry among more and more people throughout 
the world. Perhaps in communal inquiry and dialogue lies the hope of mutual 
understanding, respect and eventual world peace (Splitter & Sharp, 2000, p. 
59). 
As the exegesis claims, if we can clarify and translate the ideas and meanings 
that we use, then there is much opportunity to understand each other properly and 
reach mutual understanding of our worldviews, there would be a hope that along side 
a ‘will’ for change the world for better peace for all of us can sounds more plausible.  
Through deliberative dialogue in CPI, students try to clarify their ideas by 
defining concepts and reaching a consensus about the concepts as a solid base for 
their dialogue. Such an approach to discussion would enhance mutual understanding 
between community members; that in the light of deep understanding of each other, 
peace would be approachable.  
This leading idea entails an exercise, which will be analysed in the following 
part.  The last leading idea that carries Geraldo’s philosophical underpinnings is the 
concept of ‘being a person’. 
6.2.11 Leading idea 35: What is a person? 
Geraldo tells us about an experience of time and his identity that he had at the 
end of first week at school: 
On the Saturday morning I woke up and realised it was yesterday. It was 
yesterday with a different name. It was a friend who had come back to shock 
me. 
So I said to the morning, ’Hey, wait for me! I’m getting dressed and we’ll go 
to school and then we can go and play till you have disappeared into the 
night.’ 
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But things didn’t happen the way I planned. First, I decided to take shower, 
as I always do before I go to school. I must have stayed in the shower a very 
long time. 
Then I must have taken a long time drying myself and putting on my socks, 
one after the other, and then my shorts. It took me forever to find my tie, and 
I finally gave up trying to find my school hat. Then my navy sweater decided 
to give me a lot of trouble. It was all covered with lint and I had to brush it 
clean.  
By the time I was dressed, night time had come again. So I undressed, 
garment by garment, and jumped between the sheets and fell asleep. 
When the night had gone, guess what happened? The preceding day arrived 
again. Only this time, it had changed its name from Saturday to Friday. 
I greeted the day again. ‘Wait for me! I shouted. But I was sure to keep the 
windows and the door of my room wide open.  Then I began the whole 
routine all over again, from bath to hat. But I was not successful. Just as I 
was leaving my room, night arrived. So I went back to undressing and got 
into my pyjamas. 
All the time I ate nothing. Day after day, I was putting on and taking off my 
clothes. Things got worse with each passing day. When I finally died, 
everything changed. Well dressed, with a tie and my clean navy sweater 
neatly pressed, I went out.  
When I got outside, there was no street. And there were no people. How 
could there be people on a street that didn’t exist? There was no one waiting 
for me. I often wonder how long this all lasted. I also wonder who I was 
when I asleep and who I was when I was dressing. And who was the person 
who finally got up and went out the door? (Sharp, 2000, p. 16-20) 
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This part of the narrative can be seen as the essence of Geraldo’s story of 
migration; that he gains a new insight into the concept of time and being a person. In 
other words, Geraldo tells us about his experience of being born to a new ‘self’ after 
being dead from his previous ‘self’.  
Migration makes Geraldo change many things about himself; his routines do 
not work for him anymore. He is confused because although time passes and affects 
everything around him, for him time does not have the same affect, and he cannot 
benefit from the time that passes around him.  
As his old self dies, everything gets back to normal; but his new self confronts 
an open door to nowhere. Finding no one out there waiting for him and no streets to 
walk on provides us with the philosophical idea that is embedded in this narrative. 
After this intuition or experience, Geraldo is not sure about whether this rebirth 
has created a new person out of his old self.  The exegesis tries to clarify Geraldo’s 
experience for the students: 
…He seems to realise that being a person has something to do with the way 
we experience things, and also with how we exist in, or through, time 
(Splitter & Sharp, p. 67)  
The exegesis provides a pathway to approach questions about being a person: 
Are persons just bodies, or minds, or brains? If you can’t remember who you 
are, are you still a person? Do you stay the same person if you change your 
name, or your country, or …? 
One way to pursue this theme is to ask students what distinguishes a person 
from other things in the world. They may come up with some of the 
following suggestions as characteristics of persons: able to think; able to 
feel; willing to accept responsibility for one’s own actions: uses language; 
not only conscious but self-conscious; able to remember; able to laugh; has 
rights; able to reflect on one’s own life; able to question and wonder; and so 
on (Splitter & Sharp, 2000, p. 67). 
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Geraldo asks himself whether his being as a person changes through time. As 
the exegesis advises, the proper approach to such a question is to ask about the nature 
and essence of being a person. Some of the characteristics that are mentioned above 
are derived from existential understanding of the human being as a person, willing to 
accept responsibility, a person not only conscious but also self-conscious. The 
exegesis recommends that there need not be any particularity in choosing between 
the mentioned characteristics, but to choose any of them, students need to provide a 
reason for their choice; that would be important. 
The exegesis models the subject that is legitimized in the ID embedded in the 
RD for the teachers. This ID is about examining human identity and the nature of 
personhood. There are various approaches to defining the human being and the 
nature of the person; for instance, the natural sciences hold a dualist approach in 
defining the human being as composed of the independent entities of ‘mind’ and 
‘body’, while physicalism holds that human existence can be defined properly 
according to the fundamental physical constituents of the whole universe. But 
existentialism rejects all physics, biology, psychology and other scientific approaches 
according to matter, causality, organism, function, motivation and so on. Even 
supporting natural sciences with moral theories such as intention, duty, virtue, 
responsibility, blame and so on will not sufficiently do the job. Existential theory 
provides a new category to define the human being, a category based on 
‘authenticity’. Authenticity represents the tension between the individual and the 
public in the human being; this view emphasises on worldly situated logic and reason 
of human being, fascination to the world that makes human being to experience 
anxiety, death, the ‘nothing’ and so on. Hence authenticity is the norm of self-
identity, which represents self-definition through freedom, choice and commitment 
(Growell, 2010).  
According to Sartre, as man exists, encounters himself and then defines 
himself. From an existentialist viewpoint, a human cannot define himself at every 
stand, because the human being at the starting point is nothing and later through his 
choices he makes himself (Catalono, 1974). So the human being makes their selves 
through free choice and existence can be seen as a self-making situation.  
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This leading idea does not entail any exercises. It is through the discussion plan 
the ID embedded in the exegesis is raised. The next part focuses on the exercises 
related to the above leading ideas. 
To summarize, the analysis of leading ideas identified the philosophical ID 
embedded in the manual; this philosophical approach was flagged in the narrative 
and developed through leading ideas. In order to become certain about students’ 
understanding of the philosophical concepts that developed through leading ideas, 
the manual includes some exercises. 
6.3 EXERCISES 
In this part, the aim is to show the pedagogic discourse of exercises that are 
designed for each of the afore mentioned leading ideas. The exercises model teacher-
directed activities to ensure that students get a solid understanding of the ID 
presented in the narrative and the exegesis. Prior to any discussion, a shared 
understanding is needed if it is to progress to any depth. In fact, exercises and 
teacher-directed activities are concept development activities, which are designed to 
solve any confusion or vagueness about the concept. Exercises allow more time for 
students to deeply think about the concept, prior to their dialogue. These exercises 
may be implemented through small groups, independent tasks, or even in oral or 
written form. 
The exercises have different categories in terms of the reasoning tool suggested 
for use: 
Exploring conceptual boundaries 
Discovering criteria 
Uncovering conceptual connections 
Defining terms 
Classifying objects 
Identifying logical relations 
Drawing deductive inferences 
Analysing conditional statements 
Constructing analogies  
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Applying these tools, the teacher can promote rich conceptual development and 
provoke reasoning (Cam, 1995).  
The ID of each exercise is related to the ID that is modelled in the exegesis of 
each leading idea. Following are the exercises of the leading ideas that were analysed 
in the previous part of this chapter.  
6.3.1 Exercise: Where we find ourselves 
Following the exegesis in leading idea 2 on the subject of thrownness and the 
Heideggerian existential perspective, the manual presents a teacher-directed exercise 
that tries to implement the idea of “facticity” and the facts that we cannot or can 
change about ourselves: 
  I can’t change I can change ? 
1 My parents 
2 My birthday 
3 My place of birth 
4 The country I live in 
5 My school 
6 My relatives 
7 My teacher 
8 My language 
9 The colour of my eyes 
10 My skin colour 
11 My finger prints 
12 The colour of my hair 
13 My intelligence 
14 My past 
15 My future 
   
 150 Chapter 6: Instructing students in the philosophical perceptions of Existential Philosophy 
16 My idea 
Table 6-2: Discovering our voice, p. 13 
 
It is through exercises and traditional teacher-centred activities that the teacher 
can develop philosophical understanding in their students and create a solid 
foundation in which deliberate dialogue can happen productively. After finishing the 
exercise activity, the teacher feels comfortable to implement the discussion plan and 
set up a deliberative dialogue about the subject, to instill the subject in students’ 
minds. 
These kinds of exercises explore the conceptual boundaries of facticity and the 
things that may or may not change in us. As Cam suggests, this kind of exercise 
encourages children to move beyond the world of the subject just as a vocabulary 
and it sets a boundary for that concept without giving a specific meaning to it. Such a 
concept would be appropriate for further searching and educational purpose (Cam, 
1995). Through conceptual exploration, students can trace connections between 
items of the exercise; this very exercise entails a conceptual opposition matching 
which explores the conceptual boundaries of each word. 
6.3.2 Exercise: Poetry 
The exercise presented in leading idea 7 on poetry gets back to the narrative 
and introduces the poet who Geraldo spoke about in the story: Pablo Neruda. This 
exercise is designed to explore the concept of poetry in terms of the literal style and 
also interpretation: 
 
I will come back 
Some time, man or woman, traveller, 
Afterwards, when I am not alive, 
look here, look for me here 
between the stones and the ocean, 
in the light storming 
in the foam.  
Look here, look for me here, 
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for here is where I shall come, saying nothing, 
no voice, no mouth, pure, 
here I shall be again the movement  
of the water, of  
its wild heart, 
here I shall be lost and found –  
here I shall be perhaps both stones and silence. 
Students can discuss what they think these images might mean and whether 
or not they find this kind of writing appealing. If it is appropriate, they might 
also bring to class other examples of poetry that reflect their society, culture 
or religious traditions (Splitter & Sharp, 2000, pp. 22-23). 
Pablo Neruda is the poet whose work Geraldo and his people recite. Studying 
literature of a specific nation gives many points about the cultural and ideal beliefs of 
that nation. Then, the students are asked to give some examples of poems that reflect 
their own national or religious identity. The embedded ID in the narrative is the idea 
of poetry as existential human experience, which can be appropriated by vast number 
of the same community as a template for understanding that society. But this ID is 
poorly represented in the exegesis and even the exercise.  
This exercise is based on a poem which examines some views on death and 
return to the origin. The manual suggests teachers should invite students to discuss 
the images that the poem presents and try to figure out that how much this genre 
would be appropriate in meaning making. Moreover, the manual asks for more 
examples of poems to be recited in the classroom to investigate the cultural and 
traditional meanings embedded in them.   
Leading idea 10, which develops the ID of identity, does not entail any 
exercise section after the exegesis. So the next exercise in the manual relates to 
leading idea 13 about ‘Death’. 
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6.3.3 Exercise: Death 
Leading idea 13 on the concept of ‘Death’ proposed two kinds of exercises. 
The first exercise tries to discover the criteria for those entities that can have the 
experience of death: 
 Yes No ? 
1- Flowers 
2- Paintings 
3- Stories 
4- Stones 
5- Oceans 
6- Children 
7- Colours 
8- Dreams 
9- Aliens 
10- Ideas 
   
Table 6-3: Discovering our voice, p. 33 
This exercise helps students to explore the concept of death in a solid and clear 
way. To the extent that we have a coherent conceptual structure, our thoughts can be 
coherent and rich.  
The second exercise of this section focuses on different perceptions of death 
and life. 
6.3.4 Exercise: Perspectives on life and death 
Read the following small poem out loud. 
Gardeners, 
Roses think, 
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Never die. 
This poem seems be written from roses’ point of view. What do you think it 
means? 
Now try and write some more verses that have the same kind of structure: 
………. 
………. Think, 
Never die (Splitter & Sharp, 2000, p. 33). 
It seems that this exercise tries to expand students’ understandings about death 
and life by observing them from other aspects. This leading idea does not contain any 
discussion plan, but the first part of this exercise can be served as open-ended 
statements to start a dialogue. Since any given answer in the table needs to be 
supported by reasons as to why it was chosen, it can ignite deliberative dialogue. The 
second part of the exercise asks students to create connections between the concepts 
of death and life, which exist in the first verse.  
As it has been shown, the embedded ID in these exercises is death as a fact that 
any living thing will experience soon or later.  
6.3.5 Exercise: Time travel 
Leading idea 15 delivers the concept of time, which has been reflected upon in 
the previous section. This leading idea contains both exercise and a discussion plan 
section. The exercise offers students an opportunity to share their imagining of a time 
travel experience with classmates: 
The following activity could be acted out as a play. 
You find a time capsule that can take people back or forward in time just as 
a motor car can take people from one place to another. You climb into the 
capsule and travel back two years in time. You visit your house as it was 
then, and knock on the door. Describe who you meet and what happens 
(Splitter & Sharp, 2000, p. 36) 
Engaging in such an imaginary experience is a kind of creativity. To the extent 
that students can share details of their journey to the past with their peers, they could 
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imagine and create some images about their experience. The concept of time is the 
explicit object of instruction which is the underpinning ID. The exercise recommends 
writing a play, although other ways of sharing this imaginative experience, like 
writing about it, are permitted by the manual. 
6.3.6 Exercise: When is translation possible? 
The last exercise refers to leading idea 30 on translation. This exercise can be 
categorised as a conceptual exploration activity, which tries to explore boundaries of 
the concept of ‘translation’: 
Decide whether or not complete or accurate translation is possible in the 
following cases. If you think it is, describe what would be involved in such 
translation.    
 Possible Not possible ? 
1 Translating a drawing into 
words 
2 Translating a sentence into 
another language 
3 Translating an idea into action 
4 Translating between an adult 
and a child 
5 Translating between two children who 
are fighting 
6 Translating an experience into language 
7 Translating one person’s view to 
another person who speaks the same 
language 
8 Asking one to restate her view in other 
words 
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9 Translating between a whale and a 
person 
10 Translating a cry or scream into 
language 
11 Translating a single symbol into 
language 
12 Translating a piece of music into 
language 
Table 6-4: Discovering our voice, p. 59-60 
 Through such exercises, students can engage in deliberate dialogue, like the 
one that can be provoked by discussion plans, as they need to justify their choices 
reasonably.   
To conclude, the interpretation of the exercises provides an insight into the 
pedagogical framework of the manual; that is, using exercises and activities in a 
teacher-directed manner to support the ID that is proposed in leading ideas. The 
manual provides traditional teacher-directed pedagogy to transmit the ID embedded 
in the narrative and the manual. Student-directed pedagogy is central to the 
instruction of CPI; that is, deliberate dialogue according to a discussion plan. 
In the following section, the discussion plans designed for each of the leading 
ideas will be analysed. 
6.4 DISCUSSION PLAN 
The discussion plan recommends some questions sparking the procedure of 
inquiry in the classroom. As Cam suggests, discussion aims to point out some 
concepts of the text that demand more attention, that is the ID embedded in the 
exegesis. So the questions need to be well chosen by the teacher to facilitate the 
discussion and the sequence of questions is designed to meet this aim (Cam, 1995). 
As Lipman declares, questions in discussion plans generally proceed from clear-cut 
cases to fuzzy cases (Cam, 1997, p. 6). The discussion plan questions are initially 
about the core concept of the leading idea and then guide the question through 
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observing and discussing the concept from a broader perspective rather than in the 
context of that specific story. Sometimes questions are chosen in ways that represent 
various paths through the problem; in this case, the discussion moves toward ethical 
grounds. This is how a COI mostly moves from a particular concept in the context of 
a story toward observing that concept in a general and larger context. Such a 
movement guides the discussion towards a deeper level, which provokes students to 
think philosophically. 
In conducting the discussion, the facilitator needs to observe students and guide 
their dialogue so that at all times they are attentive to their reasoning and the morality 
of the dialogue. According to Cam (1995), the regulative discourse of a classroom 
community of inquiry has the following characteristics, which the facilitator should 
reflect on as the model acquirer in CPI:   
Clarity: the facilitator should ask for more clarification if they are uncertain 
about what was said by a child. 
Consistency: the facilitator should encourage students to consider consistency 
in their discussion and reasoning. 
Degrees of commitment: students need to be aware of the degree of 
commitment to an idea; they can show support, assert, suggest, consider, doubt, 
oppose or reject, but they should distinguish between these commitments clearly. 
Exploring disagreement: disagreement provides an opportunity to create a 
dialogue. But in cases of disagreement, students should also look for alternatives and 
be sure of why the disagreement happened and what it is about. 
Considering alternatives: the discussion plan provides a good opportunity to 
ask students to reflect on alternative perspectives and different possibilities around 
the concept. 
Appealing criteria: in case of disagreement or judgment, students need to 
present criteria for their choices. So in the case of judging, evaluating or choosing, 
students need to consider criteria as a guide to reasonable reaction. 
Making appropriate distinctions: students need to make useful distinctions in 
cases where things are so much alike that differences may be overlooked, or so 
different that genuine similarities may be neglected. 
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Jumping to conclusions: students need to have a solid understanding of 
logical reasoning (deductive and inductive) that enables them to make 
generalisations in a principled and considered way. 
Seeing the implications discussed through these steps, according to Cam 
(1995), students need to be aware of:  
• Logical implication: students need to know there are logical consequences 
distinct from practical consequences or causal consequences; that is, they 
need to work towards engaging in deductive reasoning. 
• Conversational implication: students need to consider that their statements, 
commands or questions should be clear enough to prevent any 
misunderstanding. 
• Implications of events and actions: students are encouraged to consider the 
causes and consequences in any events that the story presents, and think 
about further steps in any event. 
• Engaging in self-correction: a CPI provides the opportunity for students to 
engage in self-correction; by listening carefully to others and considering 
alternatives, students experience changing the wording of their statements, 
or having second thoughts to agree or disagree with some ideas. 
• Sharing the discussion: the discussion shouldn’t be dominated by some 
members. By presenting direct questions rather than what the discussion 
plan entails, the facilitator can ensure a fair sharing of discussion between 
the members. 
• Respecting others: every member of the CPI needs to show respect for 
peers’ ideas by listening carefully, not interrupting, waiting for their turn 
and not monopolizing the conversation. 
• Keeping track of the main issue: the discussion should be coherent around 
the chosen topic and any shift to a different topic needs to be a conscious 
decision (Cam, 1995). 
Put simply, the student-centred deliberative dialogue in the classroom entails 
giving examples and counter examples, building on one another’s ideas, asking each 
other for more clarification and explication, relating different ideas and concepts and 
becoming aware of the key concepts in philosophical inquiry. But also, the 
discussion plan models an ID. This ID is the core concept that is developed in the 
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exegesis of every leading idea. The first discussion plan in this part refers back to 
leading idea 2 on ‘immigration’.  
6.4.1 Discussion plan: Going to a new country 
1 What would you hope to accomplish by travelling to another country? 
2 Would that be a good reason for leaving home? 
3 What do you expect to find in another country? 
4 Is it possible that you will be disappointed when you get there? 
5 If you were disappointed, what should you do? 
6 Is it possible you could discover something about yourself that you don’t 
know now? 
7 If that were to happen, would it be worth the trip? 
8 Is it possible that you would discover that people think and act very 
differently about many issues from the way you do? 
9 If that were to happen, would it be worth the trip? 
10 If you could change your plans, and stay home, would you? (Splitter & 
Sharp, 2000, p.14). 
The questions in this discussion plan are aimed at encouraging students to look 
for the very reasons why someone might leave their home country. So the ID in the 
discussion plan focuses on the idea of leaving a country for a short-term visit or a 
long-term migration. These questions encourage students to put themselves in the 
place of many migrants or refugees who leave their homeland.  
6.4.2 Discussion plan: Identity over time 
Leading idea 10 focuses on the concept of identity and presents two discussion 
plans: 1) identity over time and 2) what makes you, you. Each reflects on different 
aspects of identity. The first discussion plan focuses on ‘identity over time’ and the 
idea of whether identity is a fixed concept or changes over time. This discussion plan 
also instructs an ID, which is thinking about the identity of other types of entities that 
can provide students with the chance to reflect on issues like sameness and 
differences: 
 159 
Chapter 6: Instructing students in the philosophical perceptions of Existential Philosophy 159 
If I paint an old table green, is it the same table? 
If one leg of the table is broken, is it the same table as it was before the leg 
was broken? 
If all legs of the table are broken, is it the same table as it was before the legs 
were broken? Is it a table at all? 
If a watchmaker takes my watch apart then puts it back together again, using 
the same parts, is it the same watch? 
If I replace every part of a car over a long period of time, does it remain the 
same car as it was at the beginning? 
If I replace all the parts of a car at once, does it remain the same car? (Sharp 
& Splitter, 2000, p. 25) 
The ID that is embedded in these questions refers to a traditional philosophical 
issue, the ‘ship of Theseus’ or the ‘Theseus paradox’. This story raises the question 
of whether an object that has had all of its parts replaced remains fundamentally the 
same object. 
The second discussion plan focuses on the idea of whether identity is fixed or 
changeable. 
6.4.3 Discussion plan: What makes you you? 
Following the discussion plan on identity over time, the second discussion plan 
refers to the idea of what makes you, you. 
1 If you took a new name, would you still be you? 
2 If you had different parents, would you still be you? 
3 If you started to behave differently, would you still be you? 
4 Are you same person you were when you were a little baby? 
5 Will you be the same person when you are 90 years old? 
6 If you had been born in a different country, would you still be you? 
7 If you lived in a different country for ten years, would you still be you? 
8 If you had friends from many different cultures, would you still be you? 
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9 If you began to think very differently about many important things, would 
you still be you? 
10 If you learned a second language, would you still be you? 
11 If you began to think and dream in that language, would you still be you? 
12 If you had a different mind, would you still be you? 
13 What is it that makes you you? (Splitter & Sharp, 2000, p. 26) 
According to the second discussion plan, the ID focuses on identity as an entity 
and whether it can be changed through time or not. In fact, the questions in this part 
are focused on how human identity is constituted. They ask whether identity is 
constructed only of facticity – that is, those properties that a third person can identify 
about me; or natural properties, like weight, height, skin colour; or social facts like 
race, class and nationality; or psychological properties, like my beliefs, desires and 
character traits; or historical facts, like family background. Or are there some other 
factors of being a human that make human identity unlike other entities’ identity.   
6.4.4 Discussion plan: Time 
Leading idea 15 reflects on the concept of ‘time’ and entails an exegesis, an 
exercise and a discussion plan: 
1 Do you think that time is something that measures change? 
2 Is it possible that time itself had a beginning? 
3 Is it possible that time did not have a beginning? 
4 Is it possible that without people to think of time, there would be no time? 
5 If nothing happened, would there be time? 
6 Is it possible that time could go backwards? 
7 Is it possible that time goes in a circle? 
8 Does time have something to do with space? 
9 Is it possible that time is not real? 
10 What is time? (Splitter & Sharp, 2000, p. 36) 
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Each of these questions proposes different philosophical perspectives on the 
concept of time. The first nine questions ask about the characteristics of time and 
whether there is an entity such as time, but the last question looks for the essence of 
time in itself. The ID instructed through these questions is the concept of time and its 
characteristics. This ID should be instructed through a deliberative dialogue with all 
CPI model of RD which is noted earlier.  
6.4.5 Discussion plan: Are you thinking when…? 
Leading idea 27, which focuses on the concept of ‘thinking’, provides a 
discussion plan to examine the characteristics of thinking and recognizing it out of 
different mental activities.  
1 Are you thinking when you are taking a shower? 
2 Are you thinking when you are listening to a story? 
3 Are you thinking when you are reading? 
4 Are you thinking when you are dreaming? 
5 Are you thinking when you are daydreaming? 
6 Are you thinking when you are watching TV? 
7 Are you thinking when you are playing a computer game? 
8 Are you thinking when you are playing basketball or baseball? 
9 Are you thinking when you are learning? 
10 Do you think in words? 
11 Do you think in pictures? 
12 Can you be absolutely certain that you are thinking? How? 
13 Is there ever a time when you are not thinking? 
14 What is thinking? (Splitter & Sharp, 2000, p.54) 
Like the other discussion plans, the last question of each set of questions 
usually asks for the very essence of the concept. The rest of the questions help 
students to draw specific boundaries for the core concept. These questions mostly 
focus on the characteristics of that concept. Such questions help students to recognize 
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the mental activity of thinking in their everyday activities. The ID instructed in this 
discussion plan is the concept of ‘thinking’.  
6.4.6 Discussion plan: Understanding 
Leading idea 29, which has already been focused on in the previous part of this 
chapter, entails a discussion plan that helps the teacher to set up a deliberative 
dialogue in the classroom: 
1 What does it mean to say that you understand a game like football or 
baseball? (Does it mean, for example, that you can play that game?) 
2 Do you understand animals? Do they understand you? 
3 If you understand your best friend, what does that mean? 
4 Does understanding a problem in mathematics mean that you can now 
solve that problem? 
5 Is understanding a problem in mathematics the same as understanding 
another person? 
6 Does understanding another language mean that you can speak that 
language? 
7 Does speaking another language mean that you understand it? 
8 Is it possible for you to understand yourself completely? 
9 Is understanding another person the same as understanding yourself? 
10 Is it possible that another person could understand you better than you 
do? 
11 Can you think of an example where you knew something but did not 
understand it? 
12 Can you think of an example where you understood something without 
knowing it? (Splitter & Sharp, 2000, p. 57) 
These questions encourage students to become attentive to the boundaries of 
the concept of ‘understanding’ by distinguishing between various kinds of 
understanding and different levels of understanding. Some questions reflect on the 
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logical perspective of reasoning. Questions 11 and 12 play with two premises of an 
inductive reasoning statement to see whether by changing the placement of the 
premise the result stays the same or not. These kinds of questions empower students 
to use logical reasoning tools properly, adding to solidifying their understanding 
about the concept. 
The ID instructed in this discussion plan is the concept of ‘understanding’ and 
distinguishing between knowing and understanding. 
6.4.7 Discussion plan: What is a person?  
The last leading idea of the manual focuses on the concept of personhood. 
Leading idea 35 entails a discussion plan with various perspectives on the issue of 
personhood: 
1 Could a toy sheep made of clay be a person? 
2 Could some machines (e.g. a really complex computer) be a person? 
3 Could a dog or cat be a person? 
4 Do you have to be a human being to be a person? 
5 Do you have to be a person to be a human being? 
6 Are you a person when you are asleep? 
7 Are you a person when you are unconscious? 
8 Can a work of art be a person? 
9 Can a river or mountain be a person? 
10 Do you have to be able to think to be a person?  
11 Do you have to have language to be a person? 
12 If you had no emotions, could you be a person? 
13 If you never had any thoughts, could you be a person? 
14 Do you have to have a body to be a person? 
15 Could a fictitious character (e.g., Batman) be a person? 
16 Are dead human beings persons? 
17 What is a person? (Splitter & Sharp, 2000, p. 67-68) 
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According to the questions, students need to set a boundary for the concept of 
personhood and determine whether different entities can fit in that boundary or not: 
Which of living or non-living entities have personhood? 
Does personhood exist independent of our perception? 
What is the main characteristic of personhood? 
What is the essence of personhood? 
As in the previous discussion plan, questions 4 and 5 have the same premises. 
Question 5 has changed the place of each premise to check whether logically the 
statement has the same result or not.  
The ID embedded in these questions is around the concept of ‘being a person’. 
The RD regulated in all discussion plans of the manual models the subject selected 
for transmission that constrains the ID. This ID is to be instructed through communal 
dialogue with CPI moral order. 
To conclude, analyzing the discussion plan showed that in contrast to exercises 
and activities, the ID which is instructed in leading ideas should be transmitted via 
communal discussion rather than teacher-directed pedagogical tools. Although 
questions in discussion plans are to provoke the ID embedded in leading ideas, the 
focus is more on the process of logical reasoning and not reaching consensus on the 
ID.    
6.5 SUMMARY 
As a conclusion for both of the analytic chapters, through a Bernsteinian 
pedagogic lens, this study maps the manual which accompanies the immigration-
themed narrative Geraldo in terms of its pedagogic process. The pedagogic discourse 
in CPI has two components. 
The first component is the philosophical and ethical knowledge selected for 
transmission – that is, ‘what’ to transmit – and the second component is the 
pedagogy – that is, ‘how’ to transmit – of this transmission. The rules for selecting, 
sequencing and pacing, and the criteria of evaluation of the content knowledge, 
which is ID in Bernsteinian terms, can be activated by the components of the 
pedagogy, which is RD. The RD itself models two elements of instruction: ‘what to’ 
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instruct and ‘how to’ instruct. It is through the model of the subject – what to instruct 
– that the transmission of the ID can be activated.  The model of the instruction can 
be found in the teacher’s manual accompanying the narrative.  
As shown in the analysis of the manual, in Chapter 5, analyzing those leading 
ideas that carried ethical content through exegeses and exercises revealed the moral 
discourse of CPI, that is, a care ethical approach which selected as ID as an explicit 
object of transmission. But in the case of discussion plans, the story is different; the 
ID which is selected for transmission in Chapter 5 as ethical content in the discussion 
plans is transmitted implicitly because the discussion plans are ruled by some 
regulations that are preset prior to deliberate dialogue. Rules like listening attentively 
to each other, valuing others’ ideas, building on others’ ideas, providing responsible 
and constructive answers. 
In chapter 6, the ID which was selected for transmission was existential 
philosophical understanding of the human being as Dasein. This ID was infused in 
the narrative in a way that provided specific perspectives on all the philosophical 
concepts that were derived from the narrative. The point here is that, according to the 
world-view the text may choose, our perception of concepts like time, death, free 
will, or rights may change. In Bernsteinian terms, the model of the subject regulated 
in the exegesis in Chapter 6 legitimized the model of the philosophy that is to be 
transmitted in CPI. This philosophy is constrained as ID regulated in the manual for 
teachers.     
 The discussion plans analysed in Chapter 6 also modeled the subject that is 
regulated in the leading ideas as legitimized by the philosophical approach of 
Geraldo.  
Building on these two analytic chapters, which aimed at answering two 
research questions, the next chapter will reflect upon the main research problem of 
this study and present the contribution of this study for multicultural ethics 
education. 
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Chapter 7: Discussion and conclusion 
7.1 INTRODUCTION 
 
This study investigated a current approach to teaching ethics in Community of 
Philosophical Inquiry programs: an approach built around purpose-written texts. The 
purpose-written text is distinctive; it differs from authentic children’s literature, 
because it has been intentionally written to convey philosophical ideas, including 
ethics. This study focused on the curricular resource potential of a sub-set of 
purpose-written texts, specifically immigration-themed philosophical novels. This 
reflected the origin of the study in two pedagogic developments, one concerned with 
the limitations of multicultural education. And the second concerned with the 
potential of purpose-written philosophical texts in delivering ethics education in 
multicultural contexts. To elaborate, the liberal form of multiculturalism established 
in Australia since the 1970s has been criticized recently for its emphasis on an ethics 
of celebration, tolerance and respect – an emphasis no longer considered adequate to 
the needs of the multicultural nation at a time of increasingly diverse immigration 
intakes (Nobel & Watkins, 2014). The other pedagogic development to which this 
study responds is the proliferation of P4C approaches built around authentic 
children’s literature, especially picturebooks (e.g., Haynes & Murris, 2012). This 
development suggested the need to revisit the potential of purpose-written texts – the 
original curricular resource materials for P4C.  In this pedagogic context, the 
research problem addressed in the study was concerned with the utility of purpose-
written philosophical materials for ethical education in Australia and other liberal 
western multicultural societies. 
Specifically, two research questions were addressed: 
1. How does the manual advise teachers to transmit the ethical content of the 
immigration-themed philosophical narrative Geraldo? 
2. What does the manual advise teachers to select as the philosophical content 
from the immigration-themed philosophical narrative Geraldo? 
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To investigate these questions, a sociological lens was applied to analyse the 
curricular resource potential of Discovering our voice, the manual accompanying 
Geraldo. Concepts drawn from the sociology of curriculum were used to establish 
that P4C should be viewed in its particularity as a school subject; a distinction was 
made between such a subject and its related discipline, in this case, academic 
philosophy. Concepts drawn from the sociology of pedagogy of Bernstein (1996) 
were then used to create a framework for looking systematically at the philosophical 
and ethical content of purpose-written materials, through which ethics can be 
developed as school subject matter.  
In brief, pedagogic discourse as described by Bernstein is “a principle for 
appropriating other discourses and bringing them into special relation with each other 
for the purposes of their selective transmission and acquisition” (Bernstein, 1990, p. 
181).  As Bernstein points out, pedagogic discourse is delocated from non-pedagogic 
contexts (e.g. academic philosophical practice) and relocated to the pedagogic 
context for transmission. As will be recalled from Chapter 3, the site of pedagogic 
discourse is ruled by three principles: distribution, recontextualisation and 
evaluation. For the purpose of this study, the principle of recontextualisation, which 
governs the transformation of discourse into a school subject, was chosen as the 
analytic device and focus. Recontextualisation is a principle that relocates a 
discourse of competence (discipline knowledge) and one of social order. This 
produces an instructional discourse, which refers to the knowledge and skills which 
are chosen for transmission in the classroom, and a regulative discourse, a moral 
discourse that regulates the relationship between transmitter and acquirer in the 
pedagogic process. Applying the framework of pedagogic discourse enables mapping 
the potential of purpose-written materials for creating a community of philosophical 
inquiry. It enables purchase on the knowledge transmitted, the criteria for the 
selection of that knowledge, and also the moral or regulative discourse related to 
student-teacher and student-student relations. 
Analyses addressing the first of the research questions were presented in 
Chapter 5. In this chapter the manual was analysed for the ethical approach it 
provides through exegeses and activities relating to the philosophical signposts in the 
narrative Geraldo. Analyses in Chapter 6 aimed at addressing the second of the 
research questions. They identified the underpinning philosophical content of the 
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manual accompanying the narrative Geraldo. The philosophical and ethical 
knowledge that was derived from the narrative is addressed in the materials for 
implementation in a classroom through leading ideas, exercises and discussion plans. 
The role of the purpose-written narrative is to draw students’ attention to specific 
issues as a whole. With the help of the manual, those issues can be reflected upon 
and become the content/subject of philosophical discussion in the classroom.  
The embedded ethical and philosophical ID of the immigration-themed novel 
Geraldo was analysed in order to investigate the potential of the P4C approach for 
multicultural communities like Australia. The main aim of the present chapter is to 
address this issue. It looks at the main research problem, that is, whether or how the 
purpose-written materials’ approach to the concept of migration and migrant issues is 
useful in multicultural education in liberal democratic Australia. The study shows 
how CPI materials and pedagogical approaches can serve multicultural education. 
This section concludes with a discussion of the limitations of the study and 
suggestions for future research. 
The present chapter has two main sections: In the first section, the findings 
from Chapters 5 and 6 are summarized. This provides a basis for addressing the 
research problem: What is the potential of immigration-themed stories, purpose-
written for CPI, as curricular resource material for ethical education in multicultural 
Australia in the 21st century? The second section addresses the significance of the 
research, the implications and the limitations of the study and suggestions for further 
research. 
7.2 DISCUSSION: THE UTILITY OF CPI PURPOSE-WRITTEN 
CURRICULAR MATERIALS FOR THE PURPOSE OF 
MULTICULTURAL ETHICS EDUCATION 
As already shown in this study, engaging students in philosophical deliberation 
on ethical dilemmas around them in their daily life provides them with the 
opportunity to observe those dilemmas from various perspectives and come up with 
ideas about how to solve dilemmas communally. These findings create a basis for 
addressing the research problem at the heart of this study. The research problem 
investigated in the study was as follows: 
What is the potential of immigration-themed stories, purpose-written for CPI, 
as curricular resource material for ethical education in multicultural Australia? 
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As discussed in Chapter 1, the major task of multicultural education is to 
reduce discrimination and prejudice against, and to nurture equity and justice for 
diverse groups of society in taking advantage of existing opportunities, and a fair 
distribution of shared possibilities for flourishing human capabilities. But 
considering the increased anxieties around migration and social cohesion since 2001, 
it seems that multiculturalism is experiencing an era of uncertainty. There is ongoing 
re-evaluation of the multicultural policies of the 1970s and 1980s. In terms of 
multicultural education also, there is a challenge about the framework and modes of 
delivery (Noble & Watkins, 2014). As Noble and Watkins (2014) expressed, it is the 
lack of conceptual resources for fostering understanding of diversity and cultural 
complexity in ‘official multicultural discourses’, like policies and educational 
resources, and in the ‘popular and professional understanding of multiculturalism’ 
that has led to current challenges in the perception of Australian multiculturalism 
(p.164).  
In order to somehow overcome the challenges and improve multicultural 
education, Noble and Watkins (2014) suggest that multicultural education needs to 
enable education for ‘reflexive civility’. As discussed in Chapter 1, civility, as 
advocated by Noble and Watkins, refers to the capability of engaging actively in 
society as a democratic citizen who not only respects diversity but also has a critical 
understanding of it. This leads to the flourishing of the various potentialities of all 
groups of society. By reflexive, Noble and Watkins mean being responsive and 
critical in understanding the historical background of cultures that constitutes part of 
human identity and form different perspectives. Such education is a fundamentally 
an intellectual task, rather than a shallow modeling of inspiring stories about 
respecting cultural differences. Reflexive civility has the same objectives as 
suggested by Harreveld under the title of ‘cosmopolitan capabilities’ (Harreveld, 
2012). With such perspectives on multiculturalism, the meaning of competences like 
cultural maintenance, social equity, cultural awareness and community harmony 
needs to be rethought. Hence, they can be enacted by an effective multicultural 
educational program that focuses on intellectual competences. Having a deep 
understanding of complexity means not only identifying that we belong to diverse 
cultural and ethnic groups, but also seeing how this diversity works in society and 
how this complexity fosters human social conditions. Educating for ‘reflexive 
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civility’, as suggested by Noble and Watkins (2014), resonates with the P4C aim of 
educating for ‘democratic citizenship’ as described in Chapter 2 and Chapter 6 (see 
Lipman, 1991, Sharp, 2007, Splitter & Sharp, 1995, Burgh et al., 2006, Burgh, 
2014). Champions of P4C introduce CPI as education for the future as a way of life; 
that is, as a celebration of being attentive and responsible. As Sharp (2007) declared, 
learning to ‘put ego in perspective’ as one of the objectives of CPI is evident in this 
form of life introduced by P4C.  The point here is that putting ego in perspective can 
be traced in CPI practices of listening to each other’s view (emotions, social and 
cognitive views) attentively and of involvement in each other’s world-view. This is 
how children start to have a sense of interdependency in their community in the first 
place, and then in the whole human community. Such education is more than 
transferring knowledge; instead, it is establishing a new way of life and a unique 
world-view of the network of human kind. This is the kind of ‘intellectual task’ that 
Noble and Watkins call for in order to improve multicultural education. In this 
regard, there are two main significant contributions that can be reported by this 
study: 
Firstly, the main contribution of the present study is to suggest that P4C is a 
way of engaging students at a cognitive and intellectual level for reflexive civility 
and democratic citizenship; as a philosophical subject, P4C brings intellectual rigour 
to the study of ethics.  
Secondly, the current study is meant to revalue the use of purpose-written 
curricular resource materials in community of philosophical inquiry, addressing the 
implications of purpose-written texts and giving an insight into how to write 
picturebooks if they are meant to be used as curricular material for CPI. As discussed 
in Chapter 2, the founders of P4C strongly recommended using purpose-written texts 
as stimuli in classroom CPI rather than authentic children’s literature. Such a demand 
is rooted in the need for materials that model individuals who think critically about 
everything around them. As students may learn how to deliberately engage in 
dialogue via purpose-written texts, they may also learn from the narrative how to be 
critical and attentive.  
Moreover, since purpose-written texts are mostly accompanied by a teacher’s 
manual that acts as a pedagogical guide for the narrative, then narratives alone are 
not sufficient to instruct all the required philosophical knowledge. As this study 
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shows, it is the manual that facilitates an understanding of the philosophical depth of 
the narrative. This may be particularly useful for school teachers who are not 
philosophically educated. 
Philosophical purpose-written texts often are not as aesthetically pleasing as 
authentic literature, and nor do they have the same literary qualities; however, they 
do have manuals which provide extensive support for the teacher. Without the 
manual, with its leading ideas and exercises as signposts for implementing the 
discourse of the instruction and the underpinning philosophical content in the 
classroom, the narrative alone might be insufficient for many teachers confronted by 
the aim of facilitating philosophical discussion. 
Choosing picturebooks that have sufficient philosophical depth also entails 
designing an accompanying manual, including traditional exercises and a 
philosophical exegesis about all the underpinning ideas drawn from the narrative. It 
appears that through traditional teacher-based exercises and activities, the intellectual 
bases for philosophical deliberation can be learned. The explicit pedagogy of the 
exercises and activities provides children with a valuable grounding for ethical study 
of high intellectual quality. 
 
7.3 THE UTILITY OF APPLYING CARE ETHICS TO IMMIGRATION-
THEMED CPI STORIES  
	The aim of the following sections is to address the research problem at the 
heart of the study reported in this thesis. To begin, the findings presented in Chapter 
5 and 6 are summarized, highlighting key findings that give insight into the research 
problem. 
7.3.1 Ethics of Care: The ethical approach in Discovering our voice and Geraldo 
Chapter 5 looked at the ethical content of the purpose-written curricular 
material and the accompanying manual. It addressed the following research question: 
 How does the manual advise the teacher to transmit the ethical content of the 
immigration-themed philosophical narrative Geraldo? 
In general terms, it was found that Geraldo asks us to be attentive and 
thoughtful in our everyday experiences. By being attentive and thoughtful, we will 
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be people of greater sensitivity and consideration about what happens around us and 
we will become more responsive and caring in our community.  
Such a call is rooted in a specific philosophical and ethical worldview, one that 
sees the human being as a socially interdependent entity. Chapter 3 introduced 
different approaches in normative ethics; it is care ethics, as a value-laden approach, 
that appreciates paying attention to what matters in the private and public domains of 
human life (Lipman, 1991). It should be borne in mind that the narrative never 
directly mentions care ethics; rather, the characteristics of a caring attitude could be 
derived from the narrative Geraldo. Those attitudes were philosophically deepened 
in the manual. Selected leading ideas in the manual that were embedded in the 
analysis highlighted moral issues as ID to be transmitted and ID about nurturing the 
idea of care ethics in the classroom. For example, in talking about ethical 
perspectives on the idea of ‘telling jokes’ or ‘paying attention’ in the manual, the 
care ethics approach could be detected. Also, it was shown that discussion plans in 
the manual supported this approach by prompting students to have a deliberative 
dialogue about the ID suggested in the leading ideas.  
Further, Chapter 5 also showed that according to Splitter and Sharp (1999), the 
RD of the social order of CPI is supposed to entail a care ethical perspective amongst 
members of CPI. Care is the source of friendship, interpersonal understanding, 
commitment, human flexibility and compassion in CPI (Sharp, 2004). The 
compassion and the appreciative concern of students as members of the CPI and the 
community as a whole in a process of achieving a new provision and possibilities 
asserts a kind of democratic and aesthetic experience which is the outcome of being 
conscious and careful in the process of inquiry.  
To conclude, the analysis of the manual in Chapter 5 showed that on one hand, 
the ethical approach in the ID selected by the manual and according to the signposts 
in the narrative to be transmitted and developed in the classroom is the ethics of care. 
On the other hand, the core ethical approach of the RD of CPI is also care ethics 
(Splitter & Sharp, 1999; Sharp, 2004, Lipman, 1991). In other words, the objective of 
RD in CPI becomes an explicit object of instruction, constrained as ID, selected for 
transmission as ethical knowledge.  
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7.3.2 Heideggerian existential philosophy: The underpinning philosophical 
approach in Discovering our voice and Geraldo 
The analyses in Chapter 6 revealed the philosophical concepts underpinning 
the narrative; these concepts are barely mentioned directly in the narrative Geraldo, 
but the analyses of the manual have shown that a specific philosophical approach has 
informed the manual through leading ideas, exegeses and exercises. The analysis 
Chapter 6 aimed at answering the second research question: 
What does the manual advise teachers to select as the philosophical content of 
the immigration-themed philosophical narrative Geraldo? 
 In general terms, it was found that the main philosophical grounding for the 
narrative Geraldo is existential philosophy. The evidence of this approach in the 
narrative appeared at the beginning of the story, when Geraldo recalled his grandma 
once told him, “Geraldo, you were thrown up here [in the world]” (p. 1). The concept 
of thrownness as a significant term in existential philosophy and as developed 
through the manual explicitly invokes Heideggerian philosophy. 
In brief, an existential philosophical approach to the ‘human being’ is the most 
significant paramount of this philosophy. According to the existential view, to 
understand the human being, physical, biological, psychological and other scientific 
validation about human nature will not be enough; new categories that were not 
found in modern and ancient philosophy are needed. These categories can be known 
as branches of ‘authenticity’. Existential philosophy is a philosophy of crisis and the 
theory of our anxious times (Morris, 1954). By the new norm of authenticity, being 
human is understood as a practical, embodied, being-in-the-world that has historical 
and political dimensions (Growell, 2010). 
As mentioned earlier in Chapter 6, the manual mostly invokes Heideggerian 
existential philosophy, in which the focus is on the concept of ‘existence’ and what it 
means to ‘exist’. Heidegger speaks about a mode of Being that can only be 
understood by human beings, a mode that he calls ‘Dasein’. Heideggerian Dasein is 
the distinct mode of being that the ‘Being’ is an issue for it. So Dasein’s ‘own most’ 
possibility is its existence. Dasein as being-in-the-world has two manners: authentic 
and inauthentic.  
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Authentic Dasein understands that it can chose and win itself or in contrast, 
lose and never win itself; so authentic Dasein has a strong sense of freedom to 
choose through endless possibilities that are disclosed to it. Inauthentic Dasein 
escapes from ‘its being’ and forgets the sense of freedom to choose. It is through 
these concepts that Dasein can determine itself through possibilities disclosed to it.  
 As discussed in Chapter 6, the manual is infused with some specific notions of 
Heideggerian existential philosophy through the exegeses of leading ideas. For 
example, leading idea 2 of the manual develops this view by reflecting on the 
concept of ‘thrownness’ flagged in the narrative. Further on in the manual, 
philosophical concepts like identity, death, time, happiness and so on are all 
approached from an existential perspective. The manual describes Geraldo, the 
migrant boy whose situation as a migrant and slow learner is unavoidable. This boy 
tries to find himself in the context of a new country, although he struggles a lot to 
understand that he can ‘create’ his identity in an ongoing lifetime journey according 
to his choices out of the possibilities he encounters in his life. Geraldo finds that 
although the beginning of the journey of life, and the end of it are out of his control, 
this should not affect the journey between these two ends. At the end of the narrative, 
Geraldo has an intuition one morning. After deciding to go out, he sees no roads and 
no people; this reminds him that, except for birth and death, nothing is 
predetermined. That is how human being as Dasein can imagine their world and 
create their identities by the choices they make.  
Adapting existential perspective in this narrative and developing it deeply in 
the manual reminds the reader that despite everything that happens to us, despite our 
thrownness and facticity, still we have freedom to choose our way of life, and to 
constitute our identity and who we are according to our choices. Observing the self 
as an entity who can draw the map of his/her life through the choices to be made can 
be of definite value, especially in the case of a migrant or a refugee whose ‘past’, a 
part of their life over which they had no control, is so strong that it may impact their 
whole life. Reminding them of the free will of the authentic human being and the 
freedom to choose out of different possibilities in our everyday life may assist them 
to construct their future life.  
Chapter 6 also revealed that adapting existential philosophy for this narrative 
was reflected in describing the concept of ‘migration’ as a metaphor. Observing a 
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socio-political reality like migration metaphorically gave the reader a space to think 
about the sameness of all of us – migrant or native – through the lens of migration.  
As discussed in chapter 6, the manual uses migration as metaphor for the 
transformation of the self through the journey of life. From this perspective, a 
migrant is everyone in terms of moving toward new horizons and finding the 
authentic self in the journey of self-transformation. 
7.4 DISCUSSION: CARE ETHICS AS THE PHILOSOPHICAL AND 
ETHICAL APPROACH IN GERALDO AND DISCOVERING OUR 
VOICE 
Recall from Chapter 5, the ethical approach of the manual, which also was 
embedded in the narrative, was care ethics. Further as shown in Chapter 6, the 
philosophical perspective underpinning the narrative and developed deeply in the 
manual was Heideggerian existential philosophy. And, as mentioned in Chapter 3, 
that specific ethical framework for social interactions emerges from and is dictated 
by a specific philosophical world-view. 
As discussed in Chapter 3, and as Hatab (2000) suggests, existential ethics pays 
attention to the human being as being-ethical-in-the-world. Based on Heideggerian 
existentialism, each of Dasein’s existential conditions, like temporality, historicality 
and facticity, can be a reference for delivering standard ethical norms. Historicality, 
for example, can be regarded as a standard for considering the fact that an individual 
is uniquely shaped by his or her traditional heritage and this traditional heritage 
affects their choices out of variety of possibilities that make their life. Furthermore, 
Dasein’s authentic self and its social self are both co-constituted in each other and 
they belong to the same entity (Hatab, 2000).  The idea that Dasein is a single entity, 
to which self and the world both belong, pertains to the ethical concept of 
compassion. As mentioned earlier in Chapter 3, it is compassion that enables us to 
become de-centred and desubjectivized humans and to pay attention to the fact that 
our experiences of our everyday life dwell in others experiences.  Such 
interconnection between humans can be understood as Heideggerian existential 
validity of being-ethical-in-the-world (Hatab, 2000).  
Care in the existential perspective can have two different modes: to ‘care 
about’ helping people to reach their potential in being authentic selves means 
solicitude. And ‘caring-for’ people entails a concept that covers both Dasein’s being-
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with-others and Dasein’s being-with other entities other than humans (other 
Daseins). In Dasein’s being-with-others, caring entails ‘helping the Other to become 
transparent to himself in his care and to become free for it’ (Heidegger, 1927, p. 158-
159).    
Caring in this meaning is a kind of attention to the authentic possibilities of 
others, and this is a rich potential for ethics; letting people be themselves and become 
themselves means cooperating with and helping in other people’s development 
(Hatab, 2000).  
As shown in Chapter 3, the concept of care for P4C champions is reflected in 
education for thinking creatively, critically and caring. For Sharp (2007), a human 
being thinks of what they care about; also the existential fundamental constitutive 
element of human existence is care. Hence, it is care that makes a person and makes 
human experience meaningful.  
The preliminary requirement of care, which is the sense of reciprocity and 
interdependence in human society, is evident in the classroom community of inquiry; 
the concept of reciprocity at the heart of P4C program can be internalized logically 
and ethically in students. Putting it differently, students in CPI find an opportunity to 
internalize the ethical commitment of care in their community of inquiry through 
cooperation, mutual support, building on each other’s ideas no matter who had the 
idea first, and being attentive and responsive to every idea.   
Hence, applying existential understanding of the construction of care on one 
hand and recalling P4C’s educational aim for caring thinking at the heart of CPI’s 
objectives from Chapter 3 on the other hand, reveals that, an existential philosophical 
position with the caring ethical approach at its heart, in creating Geraldo the 
philosophical narrative and developing existential views in the manual Discovering 
our voice is compatible with the core educational objective of P4C’s nurturing three 
dimensional thinking as critical, creative and caring thinking.  
 
7.5 SUMMARY 
Watkins and Noble (2013) suggest that Australia, as an example of a culturally 
diverse community, needs to reassess the framework and modes of delivery of 
multicultural education. In particular, they criticized the low intellectual quality of 
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ethical dimensions of multicultural education. To this end, this study found that 
engaging students in ethical deliberation through CPI and using purpose-written texts 
and manuals as stimuli for generating philosophical discussion may provide a 
philosophical worldview from which students can critically observe moral and social 
issues experienced in their everyday life. The accompanying manuals may provide 
teachers with the philosophical and critical capacity to understand the cultural 
complexity of the students’ community. This may be crucial for teachers who do not 
have a philosophical background. In short, purpose-written P4C materials, when used 
in a CPI, may enable intellectually challenging ethical study. Thereby, CPI model of 
ethics education may redresses some weaknesses of extant forms of multicultural 
education in Australia and other liberal democratic western nations. 
7.6 LIMITATIONS AND RECOMMENDATIONS 
Revisiting the framework of multicultural Australia suggests a fundamental 
shift in the approach to ethical education in diverse communities, one that focuses on 
the intellectual depth of ethics education to generate a reflexive understanding of the 
interdependency between societal members that enables social life (Watkins et al., 
2015, Noble & Watkins, 2014). Although this study focused on only one of the 
curricular materials of P4C, an immigration-themed story, the study provides a clear 
example of the demands of a rigorous ethical education as an intellectual task. So the 
objectives of multicultural education as ‘intellectual task’ recommended by Noble 
and Watkins (2014) can be presented in a Philosophy for Children program. 
Moreover, considering the potential of children in reflecting the ideas and 
discourses of the author-reader-world interactional context, and as what Hunt (2001) 
said as “what society wishes itself to be seen as”, then if this potentials is to be used 
broadly as intellectual property of ethics education in multicultural education needs 
to be revisited and reframed. Revisiting and reframing those of children’s literature 
to be used as curricular resources for the purpose of ethics education and as moral 
literacy can be regarded as providing some guides on how to be delivering those 
literature as intellectual tasks in classroom discourses as teachers manuals.  
This study is conducted a sociological analysis of Geraldo as an example of an 
immigration-themed CPI purpose-written document and its accompanying manual; 
so this study is conducted a document analysis. The philosophical and ethical 
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concepts underpinning these two curricular and pedagogic resources were of 
particular value to this study. Also this study analysed various traditional 
pedagogical tools (e.g. exercises and activities) that were used in CPI in order to the 
magic of deliberate dialogue to happen. The sociological framework that was used in 
mapping the manual enabled the identification and analysis of any pedagogical tools 
that are used in CPI classroom to maintain the magic moment of philosophical 
collaborative dialogue.  
Also this study is observed all pedagogic tools in P4C transmission and not just 
focused on the discussion part of CPI. Analyzing the manual as a whole enabled 
recognizing the knowledge regulated in the manual as a pedagogical document.  
On the basis of the two limitations described above, there are some directions 
for further studies. Firstly, an observation of implementing these curricular resource 
materials in a CPI classroom would be a complement for the findings of this study. It 
would be productive to investigate students’ reactions and responses to the 
philosophical and ethical concepts presented within the narrative and the manual.  
Secondly, it would be valuable if further studies can make a comparative study 
of different immigration-themed P4C purpose-written curricular resource materials 
and immigration-themed philosophical picturebooks with accompanying manuals. 
 
7.7 CONCLUSION 
The present study aimed at recognizing the potential of a P4C program in 
implementing ethics education in multicultural contexts such as Australia. The focus 
of the study was on an immigration-themed narrative as curricular resource material 
of P4C and the accompanying teacher’s manual. Since the teacher’s manual is the 
key pedagogical tool in establishing the CPI classroom, this study has provided a 
sociological analysis of that document. Bernsteinian sociological analysis enabled 
this study to map all the pedagogical activities that happen in CPI.  
By recognizing the ethical and philosophical approach of the P4C immigration-
themed narrative, the study could examine the utility of that approach within a 
multicultural context. Considering the core aims of P4C as education for creative, 
critical and caring thinking can lead us to the same demands that the Australian 
Curriculum demands under the general capabilities. According to ACARA (2013) 
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educating children to understand ethical concepts and issues, and to develop 
reasoning and decision-making skills, can help students to build a strong personal 
and socially oriented outlook to manage conflicts and uncertainty within a 
multicultural context.  
The type of analysis that is conducted in this study would further consolidate 
the implications of the findings from the current study in relation to multicultural 
education in Australia.  
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